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Abstract
The Arabic language is one of the significant world languages; it is the official language
of 21 countries. Over three million people speak Arabic as a first language in the United States
and almost all of them are native-born Americans (Sehlaoui, 2008). Taha (2007) indicated that
84.5% of international students and American students felt that learning Arabic was an asset
because of the linguistic and cultural aspects. Arabic as a second language does not reach the
same level of popularity as other world languages (Ryding, 2013). Students choose not to study
Arabic due to the complex sociolinguistic situation in the Arab world diglossia and because of
the Arabic script’s complexity. A mixed-study method was used to understand Arabic learners’
speaking motivation and to draw a framework for the best plan when focusing on a foreign
language speaking skill. This study examined the impact of two factors, the content and the
instructional strategies, on learners’ speaking motivation. The quantitative and qualitative data
results indicated that the content of a Five Cs designed unit impacted ASL learners’ motivation
to speak. Regarding the four instructional strategies, the quantitative results showed there were
no significant statistical differences. The interview results showed clear preferences regarding
three of the four instructional strategies: real-world connections, competition, and missing
information.
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Chapter I: Introduction
Introduction to the Problem
The Arabic language is one of the significant world languages; it is the official language
of 21 countries. Over three million people speak Arabic as a first language in the United States
and almost all of them are native-born Americans (Sehlaoui, 2008). Taha (2007) indicated that
84.5% of international students and American students felt that learning Arabic was an asset
because of the linguistic and cultural aspects. Arabic as a second language (ASL) faces multiple
challenges to becoming one of the common world languages (Taha, 2007).
Arabic programs are not broadly offered at schools in the United States. Students are
rarely exposed to the Arabic language or the Arabic culture at the pre-university level, which
impacts the development of learning Arabic as a second language. Ryding (2013) mentioned the
complexity of the language as the main reason for not offering Arabic in the early stages of
language learning. Students choose not to study Arabic due to the complex sociolinguistic
situation in the Arab world. In fact, many Arabs can read and write in a higher standard form
than the spoken language, a phenomenon known as diglossia. Moreover, the spoken (colloquial)
language is different from region to region and from country to country, which affects
communication proficiency (Ryding, 2013). Arab colloquial dialects are generally only spoken
languages. Arab people use the colloquial language in all their daily interactions, but when they
encounter a language situation calling for greater formality, modern standard Arabic is the
medium of choice. Educators are consistently questioned whether standard or colloquial Arabic
should be taught. According to Rashed’s findings (2013), educators cannot ignore either
standard or colloquial styles because ASL learners would like to learn both.
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The other challenge that has an impact on the Arabic language becoming one of the
common world languages is the complexity of Arabic scripts and the great amount of time,
dedication, and commitment required to master a basic level. Arabic is a descendant of Semitic
languages, and Arabic has 28 letters. "Hamza" the glottal stop is sometimes considered the 29th
letter. Arabic is always written in cursive form and there is no distinction between uppercase
and lowercase letters. Arabic is written from right to left. Arabic learners may take more time
than other language learners to master a basic level of the language. Algothani (2010) stated that
the learners of Spanish or French may need 480 hours of instruction to learn the language;
students may need more than 1,320 hours of instruction to learn Arabic. The studies continue to
claim that Spanish and French instructors need thousands of contact hours with their students in
order for students to gain a primary level of understanding. However, the Arabic instructors
need four to five times more contact hours just to learn the basics of communication (Kennedy,
2006).
Background of the Study
Learning Arabic as a second language has a noticeable demand. According to the
Modern Language Association (2013), admission rates in Arabic language programs between
2002 and 2006 in U.S. organizations of higher learning had rapid growth, from 10,584 to 23,987
students. Between 2009 and 2013, admission rates declined 7.5% from 34,908 to 32,286
students. In 2013, Arabic enrollments in two-year institutions decreased by 16.4% and decreased
by 5.2% in four-year programs (Modern Language Association, 2013, n.p.).
This study was conducted in part because Arabic is the religious language for millions of
Muslims; Arabic has an exceptional place in Islam (Al-Ajrami, 2016). Muslims use Arabic to
recite the Quran (the Muslim holy book) and to perform the rituals of Islam, such as prayers and
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pilgrimage. Muslims (Arabs and non-Arabs) hope to learn the Arabic language because the
Quran and the sayings of the prophet Mohammad were documented in Arabic. Arabic has
spread in Africa, Asia, and Spain due to the spread of Islam, and it has become the instrument of
education (Al-Ajrami, 2016). Besides their Arabic heritage as a motivator for learning Arabic,
Muslims desire to retain some literacy in Arabic to aid in their understanding of Islam, and
particularly, the Quran (Sehlaoui, 2008). Not all Muslims connect to Arabic in the same way.
The majority of Muslims outside of the Arabic-speaking Middle East would like to learn
Quranic Arabic for praying and reading the Quran and Islamic texts. They have no interest in
learning Arabic for everyday communication and many times do not learn a spoken form of the
language.
An additional impetus for this study is the motivation to learn a difficult foreign
language, especially a less commonly taught language such as Arabic (Modern Language
Association, 2013). A variety of factors may influence the learning process, including age,
aptitude, motivation, personality, learning style, and strategies (Gass & Selinker, 2008). Some of
the factors are fixed and difficult to change (i.e., aptitude), but others can be changed (i.e.,
motivation) to improve the language learning process. Intrinsic motivation contributes more
strongly to second language achievement than extrinsic motivation (Ryan & Deci, 2000).
Ushida (2005) examined student achievement in French and Spanish online classes, and found
that motivated students studied regularly and productively to take every opportunity to perfect
their language skills. Academic achievement in a second language is a sign of success (AlShboul, Ahmad, Nordin, & Rahman, 2013).
The final reason for this study is the fact that the learning process is enhanced by
improving particular instructional strategies and content. Several important factors impact
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teaching a foreign language, such as the pedagogy, the educational system, the educational
technology, and the learning environment (Arifin, Riddzwan, Abdul Latif & Ab. Halim, 2014).
Demotivating classroom practices may affect language success by hindering motivated students
(Ushida, 2005). The content unrelated to student interest demotivates learners (Rashed, 2013).
Statement of the Problem
Examining what makes the language learning experience more successful for some than
others entails a study of affective issues, including motivation, content, and instructional
strategies. Arifin et al. (2014) emphasized that student attitude was an important factor in the
decline, failure, and success in learning a second language. Second language programs need to
contain suitable content that maintains student interest.
Content is one of the biggest problems facing ASL learners and teachers. According to
Rashed (2013), Arabic textbooks in the Arab world do not attract many ASL learners because the
material is not suitable for learning Arabic as a second language. The content is not related to
the lives and interests of learners, which may adversely impact the learning process. For this
reason, teachers tend to change some details in content or create new activities in order to
increase learner interest (Rashed, 2013). Fox and Diaz-Greenberg (2006) indicated that
highlighting areas of culture and connections in context should occur on a daily basis in all
language classrooms. They also stated that textbook companies, institutions, and schools should
actively discuss the content of the texts used in the K-12 language classrooms and analyze its
impact on both teachers and students.
Sandholtz (2011) stressed that some instructional strategies are ineffective because they
fail to connect with student experiences. For example, Sandholtz described an English teacher
who discovered that students scored poorly on spelling/vocabulary tests even though she used
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varied instructional strategies and spent adequate time on the selected words during the week.
After examining the situation, she discovered that the process of asking students to listen, spell,
and define the words was not effective. Students needed to learn the words “in context and
through association and daily personal use” (Sandholtz, 2011, p. 36). Another ineffective
instructional practice was too much direct, teacher-focused instruction, versus time and space for
creativity or hands-on activities. For example, students did not enjoy reading from textbooks and
then filling out worksheets or re-writing spelling lists, nor did they grasp the key ideas as a result
of those activities.
Given the significant role that content and the instructional strategies play in foreign
language learner motivation, particularly a challenging foreign language such as Arabic, there is
a need to explore the nature of motivation in the Arabic classrooms. Language learners face
difficulties that impact their motivation when learning Arabic as a second language (ASL).
Some of the difficulties might be a result of the ineffective content and the unproductive
instructional strategies.
Purpose of the Study
The purpose of this study was to examine the content and instructional strategies of a
Five Cs designed unit (DU) on student speaking motivation in learning Arabic as a second
language. The Five Cs of a foreign language education are based on five goals: Communication,
Cultures, Connections, Comparisons, and Communities. The nature of the motivation that
students experienced as they developed their Arabic speaking skills was examined both
quantitatively and qualitatively. Even though the level of participants’ motivation was measured
quantitatively, the majority of the data was collected qualitatively to capture student voices and
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gain a deeper understanding of how they experienced motivation and how it affected their
learning.
Research Questions
This case study aimed to answer the following major question: How might increasing
relevance in Arabic language education impact learner motivation in learning Arabic?
The following sub-questions were extended from the main question:
1. Does the content of a Five Cs designed unit (DU) impact ASL learners’ speaking
motivation?
The null hypothesis (H0) identified that the content of a Five Cs designed unit had no
impact on ASL learners’ speaking motivation.
The alternative hypothesis (Ha) identified that the content of a Five Cs designed unit
impacted ASL learners’ speaking motivation.
2. Do instructional strategies of a Five Cs designed unit (DU) impact ASL learners’
speaking motivation?
The null hypothesis (H0) identified that there were no significant differences between the four
instructional strategies.
The alternative hypothesis (Ha) identified that there were significant differences between
the four instructional strategies.
Significance of this Study to the Field of Education
Even though textbooks are the primary resource for learning a second language, there are
few studies conducted regarding ASL textbooks (Al Ali & Olaimat, 2012). Finding a study that
evaluated the textbook content written by a native English speaker was difficult because most of
those who teach ASL are Arabs. Therefore, Al Ali and Olaimat (2012) called for studies to
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evaluate the content of Arabic textbooks that are used to teach Arabic as a second language.
Arifin et al. (2014) emphasized the need for more studies to improve the textbooks as well as
student attitudes toward homework and Arabic language courses. In addition, Rashed (2013)
recommended further research regarding the interest and beliefs of ASL learners.
The findings of the study have the potential to impact the field of education in three
ways. First, it may direct the attention of ASL teachers toward the content that will increase
learner motivation. Increasing the relevance of the content may increase learner motivation.
Tomlinson and McTighe (2006) stated:
Curriculum based on the important concepts and principles of the disciplines is more
likely to be engaging to students and link their particular life experiences and interests
with the curriculum. This is important in establishing relevance for varied learners,
leading to enhanced motivation to learn. (p. 42)
Second, the findings may highlight teaching techniques that focus on the speaking engagement
and motivation of students. Engaging students and keeping them motivated is one of the most
significant concerns for classroom teachers (Marzano, 2007). Third, the findings may guide
ASL curriculum designers to integrate the Five Cs goals and World-Readiness Standards for
Learning Languages to enhance learner motivation. The standards provide the educators with a
curriculum framework to ensure the best student learning experience (ACTFL, 2012).
Definition of Terms
The following operational definitions provide consistency in meaning throughout this
study:
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Arabic as a second language (ASL): Refers to teaching Arabic to native speakers of other
languages; the Arabic learners could be from Arabic or non-Arabic origins or
backgrounds. They are learning Arabic as a second language.
Backward design: Curriculum design developed by Wiggins and McTighe (2011) that
emphasized three steps: identify desired results, determine acceptable evidence, and plan
learning experiences and instruction.
Designed Unit (DU): Curriculum unit created using the backward design model and
framed by the foreign language standards (World-Readiness Standards for Learning
Languages and the Five Cs goals, ACTFL, 2012)
The ACTFL and The Five Cs Goals: The American Council on the Teaching of Foreign
Languages (ACTFL, 2012) described five proficiency levels: novice, intermediate,
advanced, superior, and distinguished. Levels are mapped across the four skills of
reading, writing, speaking and listening. The Five Cs goals specify the what (content) of
world languages learning and form the core of standards-based instruction in the world
languages classroom. The Five Cs of foreign language education are based on five goals:
communication, cultures, connections, comparisons, and communities (see Figure 4).
World-Readiness Standards for Learning Languages: The World-Readiness Standards
for Learning Languages (ACTFL, 2012) construct a roadmap to guide learners to
improve their ability to communicate and interact with cultural acceptance. The term
world-readiness indicates that the revised standards stress the important changes to focus
on the content being developed and the real-world applications. Learners who learn
another language and culture are not only college- and career-ready, but are also worldready (ACTFL, 2012).
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Assumptions and Limitations
The major limitation of this study is that it cannot be generalized to a larger population of
Arabic language learners, both from Arabic and non-Arabic descent. The number of participants
in this study is a small and specific group of people learning Arabic at a specific time and in a
specific setting. Furthermore, the findings may be specific to the Arabic language and may or
may not be generalizable to other world languages. Before any larger generalizations can be
made, this study must be replicated with other sets of data.
Another limitation of this study is inherent to case study methodology. The case study
method enables a researcher to closely examine the data within a specific context. In most cases,
a case study method selects a small geographical area or a very limited number of individuals as
the subjects of the study (Punch, 2005). This study examines Arabic learners in a specific
district in a specific classroom employing the designed unit (DU) as a curriculum.
A final limitation of this study is that the researcher is the instructor who may have
unique teaching methodologies or approaches that may not be representative of all teachers and
approaches. Each teaching context is a unique situation, and the interactions that occur in the
classroom affect its social structure, all of which may impact the learning process.
Consequently, the results of this study are viewed in light of the specific context in which it took
place.
Nature of the Study
The study sought to provide insights regarding ASL student motivation and examined
how increasing relevance in Arabic language education affected their speaking motivations. The
study aimed to identify effective instructional strategies and content that have the greatest impact
on learner speaking motivation.
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A mixed method was used in two stages, pre-study and in-study, to understand ASL
learner speaking motivation. In pre-study, parents signed a consent form, and a background
form was given to the participants. A Five Cs designed unit was synthesized based on criteria
intended to evaluate ASL language textbooks and the backward design. It was field tested by
three ASL experts.
In-study, a group of 23 Arabic learners was chosen (of Arabic and non-Arabic origin),
all of which had a similar speaking level. The researcher instructed five Arabic sessions. Each
session was two hours in length and focused on speaking skills. Four instructional speaking
strategies – missing information, physical movement, competition, and real-world connections –
were tested through Task Evaluation Questionnaires (see Appendix II) that were given after each
speaking task to examine student-speaking motivation. The four instructional strategies centered
on two factors: active learning technique and team competition technique. Active learning is a
method of bringing reality to the classroom, and motivating students to apply textbook principles
and practice skills in a real world setting. In active learning, students learn by doing. This type
of learning is the opposite of learning where information is transmitted through lectures or
reading (Moskovich & Sharf, 2012). Team competition is a technique that creates an
environment that engages and motivates the learner (Faria & Wellington, 2004). The use of
classroom team competition was documented as successful in different fields. Instructors who
have used competitions suggested controls and guidelines for using this teaching strategy
(Livingston & Lynch, 2002). The missing information instructional strategy focused on the
connection/making connections goal/sub-goal of the Five Cs: “Learners build, reinforce, and
expand their knowledge of other disciplines while using the language to develop critical thinking
and to solve problems creatively” (ACTFL, 2012, p.10). The physical movement instructional
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strategy emphasized the communication/interpretive communication goal/sub-goal of the Five
Cs: “Learners understand, interpret, and analyze what is heard, read, or viewed on a variety of
topics by using a body movement” (ACTFL, 2012, p.10). The competition instructional strategy
stressed the communication/interpersonal communication goal/sub-goal of the Five Cs:
“Learners interact and negotiate meaning in spoken, signed or written conversations to share
information, reactions, feelings and opinions” (ACTFL, 2012, p.10). The real-world connections
instructional strategy focused on the communities/school and global communities goal/sub-goal
of the Five Cs: “Learners use the language both within and beyond the classroom to interact and
collaborate in their community and the globalized world” (ACTFL, 2012, p.10).
At the conclusion of the study, participants filled out the Text Material Questionnaires
(see Appendix III) to evaluate the content of the designed unit. An open-ended focus group
interview was held to examine the impact of the content and instructional strategies on student
speaking motivation.
Organization of the Remainder of the Study
The remainder of the study includes Chapter II, a literature review, which describes
backward design (Wiggins and McTighe, 2011), the World-Readiness Standards for Learning
Languages and the Five Cs goals (ACTFL, 2012). The literature review also describes the
conceptual framework, self-determination theory (Ryan & Deci, 2000), which includes intrinsic
and extrinsic motivation, and the impact of the content and instructional strategies on learner
motivation. Chapter II also covers the instrumentation and measures. Chapter III focuses on the
research design strategy, sampling design, and data collection procedures during the various
stages of the study. The chapter concludes with data analysis, limitations of the methodology,
and ethical considerations. Chapter IV contains the findings of the study, including a discussion
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of the sample and thematic analysis for qualitative research. It also includes the quantitative
result of using different instructional strategies and relevant content. Chapter V contains the
conclusions, implications, and recommendations drawn from this study.
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Chapter II: Literature Review
This chapter addresses relevant literature from research in teaching and learning as well
as research related to the study of Arabic as a second language. It explores the two major aspects
of the study that affect learner motivation – content and instructional strategies – in a designed
unit. The designed unit was created according to the backward design and the Five Cs goals in
learning a second language. This section also discusses the conceptual framework of the selfdetermination theory (SDT) (Ryan & Deci, 2000) while focusing on two different kinds of
motivation: intrinsic and extrinsic. The end of this chapter describes research related to the
instrumentation and measurement tools used in this study.
Arabic Language
Abu-Rabia (2006) described the characteristics of the Arabic scripts. Arabic words are
written in cursive from right to left, and all letters must be connected to each other, with the
exception of six letters which are connected to the preceding letter only (the right side). Arabic
letters change shape according to their position (beginning, middle, or end) of the word. As shown
in Figure 1, every letter has an isolated shape, a connected shape, a right-connected shape and a
left-connected shape. As an example, the letter <ha> in Arabic may have one of the following
shapes depending on its position in the word:

ـه ه

ـ هـ

هـ

Abu-Rabia (2006) also stated that dots appear with 15 letters, of which 10 have one dot, three
have two dots, and two have three dots. The position of the dots changes the meaning of the
words. For example, بل
 جmeans a mountain,  حبلmeans a rope, and
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خبلmeans crazy.

Figure 1. Arabic Alphabets (Isolated and Connected Forms)

Source: http://www.funonthenet.in/forums/index.php?topic=116217.0
FIGURE 1
24

The Arabic language has three short vowels: <fat.ha>, <damma>, <kasra>; three long vowels:
<maad alif>, <maad yaa>, and <maad waw>; and three double vowels <Tanween>. As shown
in Figure 2, the vowels can change the phonetic pronuncation of the letter. Tanween is basically
doubled vowels on the last letter of the word with the characteristic sound <n>, as shown in
Figure 3. The short vowels are usually not written, as the reader becomes familiar with the
Arabic language (Alshahrani, 2008). Most of the Arabic texts do not have the short vowels after
grade four because most students have advanced reading skills by that time (Abu-Rabia & Taha,
2006). Abu-Rabia (2006) emphasized the importance of including the short vowels for reading
accuracy and improving spelling skills.

Figure 2. Vowels and the Phonetic Pronouncation of the Letter (B)

Source: http://www.qatar-stamps.com/arabic.php
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Figure 3. Tanween and Transliteration

Source: http://www.plAyanndlearn.org/reader.asp?Type=Alphabets&fn=173
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Backward Design
K-12 educators commonly face a challenge with the amount of content and the available
time to teach the material. Teachers may focus on hands-on activities that are pleasant enough at
the time but lack long-term substance, or teachers may focus on covering the curriculum without
paying attention to the quality of work (Wiggins & McTighe, 2011). To provide guidance on
essential knowledge and skills, academic standards were developed by educators. Designing the
curriculum should follow a backward design from the standard (McTighe, 2006). Wiggins and
McTighe (2011) stated that teachers and educators should consider the following three stages
while they are planning a course, a unit, or an individual lesson: identify desired results,
determine acceptable evidence, and plan learning experiences and instruction.
Backward design is one of the techniques within best practices in curriculum design for
three reasons: 1) it reflects more clearly defined goals, more appropriate assessments, and more
focused teaching; 2) it encourages teachers and curriculum planners to think like an assessor
before designing specific units or lessons; and 3) it helps to avoid focusing on activity-oriented
instruction (Marzano, 2007).
The first stage in designing a unit is to identify the desired results; educators need to think
through particular questions such as: “What should students know and be able to do? What
content is worthy of consideration? What important questions will be discovered?” (Marzano,
2007). After educators consider their goals, they should examine particular standards (national,
state, or district) as a foundation for reviewing the curriculum. The second stage of designing a
unit is to determine acceptable evidence; educators should be able to measure the desired
achievement or results. They should consider, in advance, the assessment evidence needed to
document and validate whether the targeted learning has been achieved. The final stage of
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designing a unit is to plan learning experiences and instruction. In this stage, educators try to
find the best ways to deliver knowledge and skills to the students through activities, sequences,
and resources. Marzano (2007) mentioned two kinds of knowledge that the teacher should
clarify: declarative knowledge, which is informational in nature, and procedural knowledge,
which is geared towards skills, strategies, or processes. He suggested the review and revision
technique to enhance declarative knowledge. Review and revision activities are necessary to
develop students’ knowledge by adding new information as well as correcting errors and
clarifying distinctions. Marzano also encouraged a guided practice technique to enhance
procedural knowledge. Guided practice engages students in high-level cognitive thinking
because it contains reviewing, organizing, summarizing, rehearsing, comparing, and contrasting.
Smith (1999) illustrated how the Five Cs standards can be implemented through a
thematic unit using a learning scenario. The thematic unit brings content to the lesson and
connects the four skills (reading, writing, listening, and speaking) in more meaning-based and
communicative ways. The choice of themes should be based on student interest and age.
Authentic materials from the target language should be provided to link the classroom to the
outside world. The activities in thematic units are task-based, relevant, personalized, and
accomplished in cooperative settings. Smith (1999) indicated that the learning scenarios have
the following five parts: 1) a title (e.g., general content, proverbs, common sayings); 2) a
description of language, level, and context of instruction; 3) a summary description of classroom
activities; 4) a list of targeted standards; and 5) curricular weave to illustrate how other curricular
elements and goals are integrated into the lesson (e.g., grammar, vocabulary, culture, other
subject matter areas) and how that content is processed by learners (e.g., communication
strategies, cognitive operations, use of technology).
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The ACTFL and Five Cs Goals
The American Council on the Teaching of Foreign Languages (ACTFL) is
an organization of more than 12,500 language educators and administrators from elementary to
graduate education (ACTFL, 2012). Since 1967, ACTFL has been committed to the expansion
of the teaching and learning of languages at all levels of instruction.
The ACTFL believes that language and communication are at the heart of the human
experience, and the United States must nurture and develop native, immigrant, and world
language resources. Students should be educated to be linguistically and culturally prepared to
function as world citizens. World success depends considerably on the ability of an individual to
operate as a successful member of a global village who speaks multiple languages. The ACTFL
(2012) developed the Five Cs goals as the World Readiness Standards for Learning Language.
The Five Cs goals specify the what (content) of world language learning and form the core of
standards-based instruction in the world language classroom. As shown in Figure 4, the Five Cs
goals of foreign language education are Communication, Cultures, Connections, Comparisons,
and Communities (ACTFL, 2012).
Figure 4. The Goals of the Five Cs

Source: https://startalk.umd.edu/workshops/2009/GVA/content/objectives/the-five-cs.html
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Communication. The communication standards encourage the use of language for
communication in real-life situations (ACTFL, 2012). The standards highlight what learners can
do with language rather than what they know about language. Students should be able to interact
orally and in written form, show cultural understanding during communication, and demonstrate
verbal and written information to various audiences for a variety of purposes (ACTFL, 2012).
Rifkin (2012) emphasized that students’ communication skills cannot be developed in a vacuum
within the foreign language curriculum. Students must develop cultural competence to use the
language and to understand the practices, perspectives, and products. Learners communicate on
three levels: interpersonal, interpretive, and presentational. With interpersonal communication,
learners interact, convey information, and share feelings by using spoken or written
conversations. By interpretive communication, learners interpret and analyze spoken or reading
conversation from a variety of different areas. Through presentational communication, learners
present information, concepts, and ideas to explain, inform, or persuade on a selection of topics.
Teaching conversational and written formats of communication strengthens the use of the foreign
language. It will take the learners from the novice level of communication to the superior level
(ACTFL, 2012).
Cultures. Learning a language means far more than knowing only about its linguistic
system; cultural understanding is a significant component of world language education.
Teaching a culture extends beyond an individual’s ability to state facts or knowledge about a
country’s cultural celebrations to being able to engage in culturally relevant and sensitive
dialogue. Teachers need to go beyond the ordinary level of understanding of any culture to
create in their students the growth of a deeper understanding of cultural knowledge. Culture
should be actively incorporated into the world language classrooms, and most particularly in
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teacher education programs, to facilitate deep learning and actualize full language proficiency at
all levels (Fox & Diaz-Greenberg, 2006).
Language and culture cannot be viewed apart from one another since language is not
separated from culture. Experiencing different cultures develops a better understanding and
appreciation of others’ points of view, ways of living, and languages (ACTFL, 2012). Jauregi,
Kuure, Bastian, Reinhardt, and Koivisto (2015) explored how the presence of a peer from a
different culture might influence the discussions and pupils’ engagement. This study introduced
a case study of 18 participants from two schools, one in the Netherlands and another in Finland.
The pupils were between 15-18 years of age and their English skills were at level two. The study
indicated that both Dutch and Finnish pupils felt they had learned about the others’ culture and
found it quite interesting to interact with pupils with a different cultural background.
Learning the Arabic language includes multiple elements such as oral capability, dialect
proficiency, and a change in state of mind towards a different culture or society. For teachers,
cultural competence, such as the knowledge of the traditions, beliefs, and systems of another
country, is an integral part of Arabic language learning, and many teachers made their goal to
merge the teaching of culture into the Arabic language teaching classes (Eldin, 2015). Although
the Arabic language has a massive collection of subcultures, there are commonalities across the
Arabic-speaking world such as the value of the family, role of religion (be it Islam or
Christianity), political structure, and a shared literature (ACTFL, 2012).
Connections. World language instruction must be connected with other subject areas
such as science, history, social studies, technology, or religion. This integration should be done
through lessons and common themes. Making connections helps learners to build and expand
their knowledge of other subjects while using the targeted language to develop critical thinking
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and to solve problems (ACTFL 2012). Many studies demonstrated the impact of learning a
foreign language on other core subjects. Studies by Stewart (2005), Turnbull (2001), and Dumas
(1999) showed the impact of learning a foreign language on other core subjects. Stewart (2005)
mentioned that foreign language study in the early elementary years improves a student’s
cognitive abilities, positively influences achievement in other subjects, and results in higher
achievement test scores in reading and math. In a case study, six-year-old Elizabeth went into an
entirely French-speaking environment at a French-immersion school. The language immersion
environment contributed to her academic success in many ways. She received a benefit from
being able to communicate with speakers of another language and she was able to develop an
understanding of other cultures and cultural perspectives (Stewart, 2005).
Turnbull, Lapkin, and Hart (2001) studied achievement test scores in reading, writing,
and mathematics of over 5,000 students in immersion programs throughout the province of
Ontario, Canada. The research indicated that the scores in third grade were comparable with
those of students in the regular non-immersion schools, but sixth grade students’ scores
surpassed those of students in the regular programs. A study by Dumas (1999) of 13,200
students in third and fifth grades in Louisiana public schools reported that, regardless of gender,
grades, or academic level, students practicing a foreign language did better on the English
component of the Louisiana Basic Skills Test than those who did not (Dumas, 1999).
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Comparisons. ACTFL (2012) specified that students are encouraged to use the
compare/contrast technique to recognize and analyze similarities and differences between
cultures and languages. Students usually understand their native language and culture better
through such comparisons. Marzano (2007) emphasized the importance of embedding and
implementing comparison activities into the instruction to deepen student understanding. He
also emphasized that teachers can identify similarities and differences in an effort to deepen
students’ understanding by using comparison, classification, metaphors, and analogies.
Comparisons between languages can be used to increase student achievement in learning the
grammar of the targeted language. For example, Hosseininik and Sangani (2014) investigated
the influences of cross-linguistic consciousness raising through comparing and contrasting on
English learners’ written performance. Raising the consciousness of language learners can
highlight language features by developing their awareness at the time the learners are ready to
add these features to their language learning system. It is believed that consciousness raising can
help to facilitate the acquisition of grammatical knowledge. At two private institutes in Yasuj,
Iran, 60 intermediate English language learners, both male and female were elected as the
participants of Hosseininik’s study. The students were divided into four groups: two
experimental groups, and two control groups. Two language items were chosen as the materials
to be explained in the study: subject-verb agreement, and adverb position in a sentence. Three
pre-tests, translation, recognition, and writing production tests were given to check the
participants' recognition of errors, proper use, and correct production of the chosen language
items respectively. Afterward, the control groups were taught through traditional ways of
grammar teaching, but the experimental groups were taught through consciousness-raising
techniques. After four weeks of instruction, the participants were given post-tests parallel to the
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pre-tests. The mean scores comparison and contrast for the pre-tests and the post-tests through
using a T-test showed a notable improvement in the experimental group's written performance in
regard to recognition, proper utilization, and production of the two chosen language items. The
findings indicated that cross-linguistic consciousness raising activities have a positive impact on
the participants' written performance.
Communities. The communication standard stresses the use of language for
communication in real life situations. It emphasizes what students can do with language rather
than what they know about language. Extending learning experiences from the classroom to the
students’ homes and their communities through activities and communication with native
speakers can enhance and enrich the learning process. Activities may include field trips, text
messages, e-mails, Internet research, cultural events, or speech in the targeted language (ACTFL,
2012). Social media and applications have become an integral part of daily community
interactions, and they have been used as effective learning tools. Alkhezzi and Al-Dousari
(2016) explored the impact of using social media applications on the performance of second
language learners. The results showed that using mobile phone applications to teach a foreign
language skill or subskill is fruitful and does impact learner comprehension of vocabulary and
grammatical rules. By focusing on significant language in use, the standards outline and
improve the process to reach outcomes. The Five Cs goals outline what students should be able
to do at different stages throughout their language education instead of specifying which specific
methods or words they should know or use (NCLRC, 2015).
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Conceptual Framework- Self-determination Theory (SDT)
Intrinsic and extrinsic motivation. Self-determination theory (SDT) examines two
types of motivation, intrinsic and extrinsic, and the impact of the interpersonal environment on
the quality of learners’ motivation (Ryan & Deci, 2000). Intrinsic motivation is undertaken for
its inherent interest and enjoyment; in contrast, extrinsic motivation could occur to attain a
certain outcome that is not related to the learning or to prevent a punishment. Self-determination
theory highlights the importance of adopting the learning activity. It stresses the psychological
needs to understanding human motivation: autonomy, competence, and relatedness.
According to SDT, autonomy is the first psychological need for understanding human
motivation. Autonomy is defined as the sense of choice that is related to one’s activities and
goal pursuits. When learners are participating in an autonomy-supportive activity, their
behaviors are spontaneous; they are not controlled by external influences because their sense of
self-determination is encouraged (Ryan & Deci, 2000). The concept of autonomy is central to
SDT and satisfaction is crucial for individuals to feel self-determined.
Competence is the second psychological need to understanding human motivation. The
idea of competence has been identified as another fundamental theoretical concept that refers to a
person’s perceptions of self-confidence (Deci & Ryan, 2002). When individuals feel competent,
they will seek out challenges and look for opportunities to improve their skills. Therefore, for
individuals to feel self-determined, the environment must provide opportunities for them to
develop their competence as well as opportunities to demonstrate competency.
Relatedness is the third psychological need to understanding human motivation. The
idea of relatedness refers to an individual’s relationships with others. Does this person care
about the others in his or her environment? Are these feelings mutual? Is there a sense of
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community? Definite answers to these questions reflect a sense of belongingness, and hence
relatedness as conceptualized in SDT (Deci & Ryan, 2002). Accordingly, individuals must
experience fulfillment in all three domains of basic psychological needs (autonomy, competence,
and relatedness) to feel self-determined and maintain psychological well-being.
Ryan and Deci (2008) described ways in which a student may choose to engage in a
learning activity. A student shows participative engagement because of some extrinsic
motivation from a parent or a teacher but with little intrinsic motivation. With intrinsic
motivation, a student demonstrates affective engagement because the experience is enjoyable;
this type of engagement may provide the catalyst for interest. A student experiences cognitive
engagement because s/he is fully intrinsically committed to learning. Based on self-autonomy,
the researchers divided the study of the extrinsic motivation into two types: autonomous
motivation and controlled motivation. Autonomous motivation involves the experience of
preference, options, and choices, whereas controlled motivation involves the experience of force,
control, and pressure. The interpersonal environment has an impact on both autonomous and
controlled motivation. In particular, the social contexts (e.g., classroom environment) are
characterized as autonomy-supportive versus controlling. Ryan & Deci (2000) confirmed that
autonomy-supportive contexts enhance autonomous motivation whereas controlling contexts
reduce autonomous motivation and enhance controlled motivation.
The SDT shifted from theory mode to application mode because it has been used in
various studies that related to different fields such as education, psychology, healthcare, and
marketing (Ryan & Deci, 2000). Ryan and Deci pointed out that in schools, more selfdetermined learning requires classroom conditions that allow for the fulfillment of basic human
needs. Students should feel connected and effective. Students not only vary in their levels of
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motivation but also in their types of motivation. Therefore, the quality of motivation could be
distinguished based on quantity/level (i.e., amount of motivation that learners display for a
particular learning activity) and orientation (i.e., type of motivation).
Motivation and Content
Establishing the relevance of the textbook’s content to real life applications is crucial for
student learning and motivation. When the common topics in the textbooks are not pulled
directly from real-life, students raise questions as to why they should care about the topic, why
they have to learn another language, and what is the benefit of the information they are learning
(Marzano, 2007). Nomme and Birol (2014) strongly associated content relevance and student
engagement with internalizing the course material.
Ledward and Hirata (2011) stated 21st-century skills are a combination of content
knowledge, specific skills, experiences, and education necessary to succeed in life and career.
Ledward and Hirata emphasized that these skills are more than technological expertise; these
skills include proficiency in critical thinking, problem-solving, communication, and teamwork.
Eventually, these skills allow people to flourish in society since they help people access,
synthesize, and communicate information. People with 21st-century skills are able to collaborate
to solve complex problems and to create new knowledge.
Tomlinson and McTighe (2006) described the importance of the relationship between the
learners and content. The content of a curriculum focuses on the knowledge and skills that
enable students to synthesize a solid framework of meaning in a topic. To increase student
motivation and engagement, the content should be linked to the learner’s life, experiences, and
interests. Tileston, Darling, and Carrol (2008) made a clear connection between teaching for
relevancy and students’ motivation:
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Teaching for relevance is critical if we are to tap into students’ motivation to learn.
Research has verified its importance. The brain decides quickly whether the information
it is receiving is worthy of its time and, if not, discards it. . . . Making content relevant
has the potential to increase student performance by as much as 40 percentile points (p.
80).
Fathima, Sasikumar, and Roja (2012) clearly defined the brain process and learning. The
human brain is designed to process thousands of bits of sensory data each minute. The
information is sent for emotional and content evaluation. The brain begins to construct meaning
based on the clarity of what the senses perceive and its relevance. The brain pays attention to
what is relevant to daily life. The new information is either retained or ignored. Accordingly,
deep understanding of the human brain’s process of learning may help teachers to adopt a
suitable teaching methodology.
Santoso (2016) conducted a classroom action research study. The purpose of this study
was to improve the students’ spiritual intelligence in English writing through whole brain
learning. Spiritual intelligence involves emotions and excitement, which has a crucial role in
learning writing. The involvement in learning make the students feel happy, and the long-term
memory is stimulated. If the long-term memory is working, the information in the lesson is
stored longer and the possibility of information being regenerated is higher. Before the Santoso
(2016) study, students had no motivation to write in English and put their knowledge into a
written essay format. Thirty students participated in study conducted by the English Education
Department at the Universities Islam Negeri Sumatra Utara. The study procedure followed four
processes: planning, implementing, observing, and reflecting. This approach was intended to
stimulate the left and right hemispheres of students’ brains at the same time. The students’ brain
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was activated through the brain gym. This brain gym balanced the three dimensions of the
human body, centering, and focus as basic cognitive and motor functions (Dennison & Dennison,
2007). The data was extracted using a questionnaire, interviews, and observations. The study
found there was significant improvement in students’ spiritual intelligence in English writing
when they were taught through whole brain learning. Multiple students commented that they
were more motivated to ask questions, felt more joyful, more enthusiastic, more relaxed, more
interested and excited about the content, and more motivated, showing an increase in spiritual
intelligence.
Since the Five Cs goals and World-Readiness Standards for Learning a Foreign Language
describe the content for learning, it is advised to choose content from real-life situations to use
the foreign language efficiently. Elsamman (2014) emphasized that a program that includes reallife educational activities will help to motivate the learners and increase their understanding of
the grammatical structures. He included some activities that enhanced comprehension skills,
such as the use of class magazines for displaying grammatical structures and designing cards for
each grammatical structure. He stressed that the teacher reference book should have all
supplements and activities from real life situations.
Associating cultural factors to the content of the textbook is another component that is
critical to increasing a student’s engagement and learning. Based on the results from an
intensive summer program for English language learners, Hur and Suh (2010) recommended
including cultural values and norms in school curriculum content to increase learner motivation.
Students who are not familiar with cultural norms of the new society may experience confusion
and loss of confidence. The summer program identified the unique needs of the students and
parents and provided a high-quality program to meet those needs. A 60-hour partnership
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program between local schools and a university was developed to increase the language
proficiency of international students in the southeastern United States. This Hur and Suh (2010)
study concluded that curricula and teaching that reflect the students’ unique cultural backgrounds
and practical needs more effectively engaged students in learning and promoted their academic,
personal, and social development through the language attainment program.
Eldin (2015) emphasized the development of cultural awareness in ASL classrooms by
distinguishing the differences between the cultural norms, beliefs, or individual/group habits
when learning the language. He also emphasized the importance of comparing the targeted
culture with the students’ native culture. The students should be guided to understand the
nonverbal cues and the cultural context in communication.
Teaching the core subjects through a targeted language had a positive impact on students’
learning engagement and achievement, according to Hunt (2011), who also indicated that
teaching another subject through a foreign language is a positive experience for most students.
Since the governments of the United Kingdom of Great Britain and Northern Ireland decided to
remove the requirement for all students to learn a foreign language between the ages of 14 to 16,
the numbers of students opting to study a foreign language have decreased dramatically. Hunt’s
research indicated that learners’ enthusiasm increased by using a foreign language in teaching a
core subject. This research investigated learner enjoyment and motivation by learning the core
subject content through a foreign language. The training sessions on Content and Language
Integrated Learning (CLIL) were implemented for teachers, and teachers were required to teach
and evaluate two CLIL lessons. Questionnaires from 13 secondary schools were collected with
responses from 283 pupils from different year groups. The qualitative responses were grouped
to give in-depth understanding to the reported statistics. The majority of the students enjoyed the
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integrated lessons as well as the related activities: 67% agreed with the statement, “I enjoyed the
lesson,” 25% were unsure, and 7% did not agree. A total of 60% of the pupils agreed with the
statement, “I made progress in the subject,” 32% were not sure, and 8% did not agree.
Motivation and Instructional Strategies
Marzano (2007) emphasized the importance of engaging students and keeping them
motivated to activate the learning process. He defined the instructional strategies as the methods
that educators use to enhance students’ understanding of various topics. Students examine their
critical thinking skills to enable their learning of course content. There is no one best strategy; it
is important to modify instruction to not only keep student enthusiasm high but to also allow
students to interact with the content in various ways. Tileston et al. (2008) stated, “Our students
are more likely to ‘get it’ from the beginning if we can find ways to either tap into prior learning
or - if there are no prior experiences or learning - create them” (p. 93). These researchers also
emphasized that teaching for relevancy in a constructivist practice allows students to build their
own meaning from instruction and encourages independent thought.
Altmisdort (2016) aimed to evaluate acquisition and learning strategies used by
second/foreign language learners and defined the difference between language acquisition and
language learning. Altmisdort concluded that language acquisition requires essential interaction
in the target language. The speakers are concerned not with the form of their utterances but with
understanding the messages they are conveying. Error correction and clear teaching of rules are
not relevant to language acquisition; they are related to language learning. Language learning
can be helped significantly through error correction and the presentation of explicit rules
(Altmisdort, 2016). The study’s main question was to examine if there is a relationship between
the students’ strategies and their success. A mixed method was used and the results revealed that
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the students who use acquisition strategies were more successful in learning a foreign language
than the students who use learning strategies.
Familiarity of brain research may help to provide a piece of conceptual framework for
educators to enhance effective teaching techniques. Caine and Caine (1991, 2003) specified
three instructional techniques associated with brain-based learning: creating a learning
environment that engages students in several educational experiences, maintaining highly
challenging environments, and allowing the learners to internalize information by actively
processing. Saleh (2012) examined the effectiveness of Caine and Caine’s (2003) three
instructional techniques in enhancing scientific understanding of Newtonian physics. Caine and
Caine (2003) listed the brain-based learning principles:


The brain is a parallel processor.



Learning engages the whole physiology.



The search for meaning is innate.



The search for meaning comes through patterning.



Emotions are critical to patterning.



The brain processes wholes and parts simultaneously.



Learning involves both focused attention and peripheral perception.



Learning always involves both conscious and unconscious processes.



We have at least two types of memory: A spatial memory system and a set of systems for
rote learning.



We understand and remember best when facts and skills are embedded in natural, spatial
memory.



Learning is enhanced by challenge and inhibited by threat.
42



Each brain is unique. (p. 108)

In Salah’s study (2012), 100 students from two secondary schools in the northern peninsular area
of Malaysia participated, and data collected from the questionnaire was analyzed qualitatively to
investigate the patterns. The research findings showed that a majority of students from the group
that followed the brain-based teaching approach possessed a better scientific understanding of
Compared to the conventional method group, more students from the brain-based group
possessed a scientific understanding of the concept of Newton’s Third Law.
Marzano (2007) described multiple ways to keep students engaged and motivated; the
following strategies are relevant to this research: high energy, missing information, the selfdirected and real life, mild pressure, controversy and competition.
High energy as stimulus for motivation. Physical activity, due to the amount of oxygen
it causes to be transported to the brain, is one of the ways to increase student attention (Jensen,
2005). Physical games are highly encouraging, entertaining, and they also give shy learners an
extra opportunity to express themselves (Tuan & Nguyen, 2010).
Benes, Finn, Sullivan and Yan (2016) conducted a mixed-methods study. After
participants submitted the movement survey, one researcher led individual interviews with
participants, allowing the researchers to gain an in-depth understanding of classroom teachers'
perceptions about using movement in the classroom. The researchers designed the movement
survey to help support the data collected during the interviews as a means of data triangulation.
In the survey’s first six questions, participants were asked to rate their knowledge about
movement and physical activity (1 = no knowledge; 5 = very knowledgeable), and in the next 10
questions, participants were asked to rate their attitudes about using movement in the classroom
(1 = strongly disagree; 5 = strongly agree). The results indicated that teachers reported a lack of
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knowledge related to movement in the classroom but were willing to try adding movement to
their teaching strategies.
Griva and Semoglou (2012) stated that using physical games and activities had a real
impact on the enhancement of young children’s oral skills in the target language. Tremarche,
Robinson and Graham (2007) examined the impact of physical education on elementary testing
results. The standardized test was given to 311 fourth-grade students in two Southeastern
communities in Massachusetts within a two-month period in the spring of 2001. Each school
had different hours of quality physical education instruction per school year. School #1 provided
students with 28 hours of physical education each year. School #2 provided students with 56
hours of physical education each year. The district for School #1 has a total enrollment of 2,204
students. The district for School #2 had a total enrollment of 4,019. The race/ethnicity
percentages were somewhat different. School #1 had 0.8% Asian students, 1.7% Hispanic
students, 4.6% African American students, 6.4% Native American students, and 86.5%
Caucasian students. School #2 had 0.2% Native American students, 0.6% African American
students, 0.5% Asian students, 0.3% Hispanic students, and 98.4% Caucasian students. The
participants were tested in English and Math. The relationship of physical education and
academic performance was analyzed. Results of the study revealed that the mean English score
of School #1 was 235.62, while the mean English score of School #2 was 240.94. The mean
math score of School #1 was 235.56 and the mean math score of School #2 was 238.02. The
English and math test scores revealed that school #1 had an overall average of 43% in the
proficient and advanced level for the English test scores. School #2 had an overall average of
61% in the proficient and advanced level for the English test scores. School #1 had an overall
average of 33% in the proficient and advanced level for the math test scores. School #2 had an
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overall average of 43%. Students who received more hours of quality physical education per
school year scored slightly higher on English standardized tests than those in the school with
fewer hours of physical education.
The pace of instruction impacts the energy level in the classroom. Pacing is particularly
important during transitions from one activity to another; slow transitions provide little stimulus
to capture student attention. Emmer and Gerwels (2006) emphasized that the teacher should
carry on the flow of the class activity without interruptions by using good pacing. The teacher
cannot spend the whole time on one task; students should try different tasks in one period. On
the other hand, the teacher cannot keep changing the activities without a spending enough and
quality time on every activity. Balancing the pace of activities with quality work is critical to
supporting the learning process (Marzano, 2007). Altun, Hazar, and Hazar (2016) noted that
attention span of children of ages five to seven is 15 minutes, while it is 20 minutes for children
of ages seven to 10 and it increases to 25-30 minutes for children of ages 10-12.
The instructor’s motivational behavior can impact student’s efficacy and intrinsic
motivation. You, Dang, and Lim (2016) provided the following definition of motivational
behavior:
Teachers’ motivational behavior can be described as incorporating three dimensions of
teacher behavior, namely involvement (i.e., quality of the interpersonal relationship
between teachers and students), structure (i.e., the amount of information conveyed by
teachers to effectively achieve desired outcomes), and autonomy support (i.e., the amount
of freedom given to a student to determine his/her own behavior). (p. 224)
You, Dang, and Lim (2016) examined the relationship between students' perceptions of
teachers' motivational behavior and students' academic achievement in three subjects: reading,
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math, and English. The results of the study indicated that students' self-efficacy and intrinsic
motivation mediated the relationship between students' perceptions of teachers' motivational
behavior and students' academic achievements. The study stated that students' self-efficacy
and intrinsic motivation increased when students perceived their teachers' motivational behaviors
positively, which ultimately improved their performance in reading, English, and mathematics.
Missing information as stimulus for motivation. Marzano (2007) indicated that human
beings are interested in games and puzzles. It is true that human beings always try to minimize
the discrepancy between what they predict and what is actually happening. Using missing
information as a tool (i.e., predicting what will happen next) can increase student engagement.
According to Jensen (2005), “curiosity and anticipation are known as ‘appetitive’ states because
they stimulate the mental appetite” (p. 77). Matthews (2011) emphasized creativity, cooperation,
and communication as skills for success. In this study, creative activities were incorporated
throughout a semester and were complementary to traditional approaches of teaching campaign
planning. The concept of creativity was associated with the research process, situation analysis,
and problem statement phases of campaign planning. The creative process included curiosity,
challenge, and preparation. Every two weeks, a new principle was introduced and associated with
the campaign-planning process. Students had two weeks to engage in the activities and write
about their experiences. Notebooks were collected at the end of the two-week period. Creativity
principles used in the course included curiosity, experience, senses, embracing ambiguity, and
whole-brain thinking. Each of the principles was related to the campaign-planning process using
written assignments, presentations, and discussion. Following the study, students stopped asking
if they had the “right” answer or if they “were doing it right.” These students then transferred their
insights into other courses through the creative process. The missing information activity
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increased curiosity, activated the senses, helped students embrace ambiguity, and contributed to
whole-brain thinking.
The self-directed and real life as stimuli for motivation. One of the greatest tasks for
current and future educators is to prepare students who can solve problems, implement
knowledge, work collaboratively, and become lifelong learners (Samson, 2015). Samson
indicated that the positive impact of creative problem solving on student motivation and learning
occurs because it connects the student with real-life difficulties. Samson also indicated the
importance of self-directed learning for problem solving. Engel (2013) emphasized, “Students
who learn to teach themselves something new are better prepared for lifelong learning than those
who simply learn well from others” (p. 38). Therefore, providing students with the opportunity
to express themselves and share their experience increases their motivation and engagement in
the topic.
Gülpinar, Isoglu-Alkaç and Yegen (2015) conducted a study that aimed to develop and
evaluate a problem-based learning (PBL) program and brain/mind learning. The researchers
mentioned that during the pre-clinical period, problem-based learning (PBL) and scenario-based
learning were commonly used. However, during the clinical training period, task-based learning
and work-based learning were preferred. Evaluations of PBL, in general, indicated that this
model was effective, but some common problems emerged during its application, such as lack of
motivation and lack of elaboration. This study particularly focused on a small-group PBL
learning process and environment. The evaluation of PBL learning included decision-making,
problem-solving with cognitive and metacognitive parts, the learning experience as a
socialization process, along with motivational and sociocultural components. In this study, 295
first-year medical students participated. The study used both quantitative and qualitative
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methods. One of the objectives of this study is to determine the students’ learning styles and
confirm the results biophysically. Gülpinar, et al. (2015) used Human Information Processing
Survey (HIPS) to determine the students’ learning preferences. The students were more satisfied
with brain/mind learning enriched with a problem-based learning program, and the students’
average test scores were higher. These results showed that various learning models could be
improved using brain/mind learning principles, resulting in increased satisfaction and academic
success. In a foreign language learning field, Smith (1999) emphasized that the authentic
materials from the target language should be provided to connect with the outside world. He
also stressed that the activities are relevant, scenario-based, personalized, and accomplished in
cooperative settings.
Mild pressure, mild controversy, and competition as stimuli for engagement. Mild
pressure to speak Arabic has a tangible influence on learning because it demands that students
pay attention to the source of the pressure (e.g., the instructor). Appropriate pressure can be
generated through questioning such that students realize there is a moderate chance of being
called on to answer the question (Marzano, 2007).
Mild controversy is another instructional strategy that increases student motivation.
Good and Brophy (2003) described controversy strategies as “eliciting divergent opinions on an
issue and then inviting students to resolve their discrepancies through sustained discussion” (p.
240). This strategy encourages students to participate in the conversation. They use the targeted
language naturally without paying lots of attention to the structure of the sentences but to the
content and the interesting topic.
Competition is another instructional stategy that increases student motivation. Marzano
(2007) stated that mild competition is used as an “engagement activity” (p. 103). Akpinar, del
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Campo and Eryarsoy (2015) examined the effects of collaboration and competition on students’
learning performance in a course on business statistics. The collaboration involved a group
competition project with an analysis of real-life business problems among students. Students
participated from multiple schools from around the world, including Finland, Spain, and Turkey.
The results supported the positive impact of collaboration on learning achievement but rejected
any negative impact of competition. The study also found that learning performance may be
impacted by cultural differences in perceptions toward group collaboration and competition. In
general, the study emphasized that international competition and the connection to real-life
problems encouraged student engagement.
Kai (2012) emphasized that competition is one of the core values of modern times.
Under the appropriate conditions, competition can be transformed into an incentive that
promotes the enhancement of participants’ abilities and their typical development. However,
there are limits to competition; unlimited competition has a serious negative impact. It can
undermine the comprehensive mental and physical development of students; it is not conducive
to their long-term development, interferes with normal school operations, and hinders the
cultivation of a spirit of cooperation.
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Instrumentation and Measures
The designed unit assessment. The primary goal of teaching is learning not assessing.
Even though evaluating may distract from the learning process and focus attention on the final
result (Docan, 2006), any learning system needs sufficient data to assess student-learning
proficiency. Baniabdelrahman (2010) explained two types of assessments that measure studentlearning progress: formative and summative. A formative assessment is an assessment that takes
place during teaching as feedback to the teaching-learning process. The purpose of formative
assessment is not only to measure proficiency, but to improve proficiency through changes in
teaching strategies as well. Formative assessment informs both the teacher and the student
concerning possible areas of change. Formative assessments include checklists, conferences,
self-assessment, rating scales, and observation. On the other hand, a summative assessment is an
assessment that takes place at the end of a term of instruction or unit to evaluate the total learning
of a subject matter and to arrive at a grade. It includes assignments, tests, quizzes, and project
work.
Regarding the designed unit assessment, having a textbook with suitable and varied
assessments is a critical component for most foreign language teachers. According to Al Ali and
Olaimat (2012), in the field of teaching ASL, evaluation instruments are few. These researchers
used eight instruments to evaluate an ASL textbook utilized at the University of Jordan. They
indicated that any second language textbook should have the following instruments to be suitable
for teaching ASL: introduction, objectives, content, presentation, activities and exercises,
educational tools, evaluation and layout (see Appendix I). For validity, the researchers offered
the study instruments to a jury of 15 members who were experts in teaching Arabic as a second
language. Reliability was checked according to internal consistency depending on Cronbach's
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Alpha. The consistency rate varied between 0.65 and 0.90 for the different domains, and it was
0.95 for the instrument as a whole (Al Ali & Olaimat, 2012, p. 869-870).
Intrinsic motivation inventory (IMI) and text material questionnaires. The Intrinsic
Motivation Inventory (IMI) is a measurement device designed to assess participant experiences
related to a targeted activity (Ryan & Deci, 2008). The instrument has seven subscales to assess
participants’ interest/enjoyment, perceived competence, effort, value/usefulness, felt pressure
and tension, perceived choice while performing a given activity, and relatedness. The
interest/enjoyment subscale is considered the self-report measure of intrinsic motivation. Ryan
and Deci (2008) confirmed that the validity of the IMI was established by McAuley, Duncan,
and Tammen in 1987; they found strong support for its validity.
Focus group interview. The case study is heavily used in qualitative research where
researchers select a single case or small, nonrandom group precisely because they wish to study
the particular topic in depth (Merriam, 2009). Merriam stated, “This specificity of focus makes
it an especially good design for practical problems” (p. 43). Merriam also pointed to three major
concerns about qualitative research: validity, reliability, and transformability. Validity is the
extent to which research findings are credible; Merriam (2009) suggested that the use of
methodological and data source triangulation can lead to increased internal validity.
Reliability is the extent to which there is consistency within the findings. Reliability is a
problem because human behavior is never static. Reliability is enhanced by the investigator
explaining the assumptions and theory underlying the study, by triangulating the data, and by
leaving an audit trail, that is, by describing in detail how the researcher conducted the study and
how the findings were derived from the data.
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Merriam (2009) described one of the special features for a case study – particularistic –
which means that the case study focuses on a particular situation, event, or program. Being
particularistic raises the nontransferable issue; a case study does not mean that the study is
stopped at one case/setting, and a case study does not mean that there is no way to transfer the
finding into another setting. The only individuals who can decide whether the findings can apply
to their own particular situations are the readers.
A small sample raised the issue of particularity. Rashed (2013) emphasized collecting
data by using several methods to force validity. Merriam (2009) suggested some strategies to
enhance the trustworthiness, including triangulation, checking interpretations with individuals
interviewed, adequate engagement in data collection, asking peers to comment on emerging
findings, and clarifying researcher biases and assumptions. Merriam provided a description that
facilitates and enhances transferability:
Today, when rich, thick description is used as a strategy to enable transferability, it refers
to a description of the setting and participants of the study, as well as a detailed
description of the finding with adequate evidence presented in the form of quotes from
participant interviews, field, notes, and documents. (p. 227)
According to the literature review, student motivation and engagement can be impacted
by suitable content and successful teaching techniques (Marzano, 2007). Suitable content refers
to course materials that prepare an individual to operate as a successful member of a global
village. The global village focuses on 21st-century skills. These skills are more than
technological expertise; they include proficiency in critical thinking, problem-solving,
communication, and teamwork. These skills are a combination of content knowledge, specific
skills, experiences, and education to succeed in life and career (Ledward & Hirata, 2011). To
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build suitable content, educators depend on diverse standards. Foreign language educators
depend on the Five C’s: Communication, Cultures, Connections, Comparisons, and Communities
to have an appropriate curriculum and content (ACTFL, 2012). The Five Cs and WorldReadiness Standards for Learning a Foreign Language (ACTFL, 2012) describe the content for
learning. It is advised to choose content from real-life situations to efficiently use the foreign
language.
Instructional strategies are the methods educators use to enhance student understanding
of a topic. Instructional strategies can engage the students in learning to examine critical
thinking skills, keep them on task, and enable and enhance student learning of course content
(Marzano, 2007). There is no one best strategy; it is important to modify instruction to not only
keep student enthusiasm high but to also allow them to interact with the content in various ways.
Marzano (2007) described multiple ways to keep students engaged and motivated, including the
following techniques: high energy, missing information, real life, and mild pressure, controversy,
and competition.
One of the challenges that impacts Arabic learners is the complexity of Arabic scripts and
the great amount of time, dedication, and commitment to master a basic level. The Arabic
learners need four to five times more contact hours than learners of another language just to learn
the basics of communication (Kennedy, 2006). Irrelevant content in the textbooks is another
challenge that impacts Arabic learners; it does not encourage the learning process (Rashed,
2013).
According to Marzano (2007), content and instructional strategies are the keys to
engaging and motivating learners. The literature also discussed the importance of implementing
various instructional strategies that interact with the content to keep learners engaged. The
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designed unit was created according to the backward design and the Five Cs goals in learning a
second language. The conceptual framework of the self-determination theory (SDT) (Ryan &
Deci, 2000) was used to highlight two types of motivation: intrinsic and extrinsic. Finally,
research related to the instrumentation and measurement tools used in this study was analyzed.
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Chapter III: Methodology
Chapter III revisits the research questions and the objectives of the study. It focuses on
the research design strategy, sampling design, and data collection procedures used during the
various stages of the study. The chapter concludes with data analysis, limitations of the
methodology, and ethical considerations.
Research Questions
This case study aimed to answer the following major question: How might increasing
relevance in Arabic language education impact learner motivation in learning Arabic?
The following sub-questions were extended from the main question:
3. Does the content of a Five Cs designed unit (DU) impact ASL learners’ speaking
motivation?
The null hypothesis (H0) identified that the content of a Five Cs designed unit had
no impact on ASL learners’ speaking motivation.
The alternative hypothesis (Ha) identified that the content of a Five Cs designed
unit impacted ASL learners’ speaking motivation.
4. Do instructional strategies of a Five Cs designed unit (DU) impact ASL learners’
speaking motivation?
The null hypothesis (H0) identified that there were no significant differences
between the four instructional strategies.
The alternative hypothesis (Ha) identified that there were significant differences
between the four instructional strategies.
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Objective
This study drew a general conclusion regarding ASL student motivation and examined
increasing relevance in Arabic language education on students’ speaking motivation. The
researcher identified effective instructional strategies that should have the most impact on learner
speaking motivation. These instructional strategies were defined by Marzano (2007) and
considered the best practices in the literature.
In this study, the instructional strategies were modified to encourage verbal skills in
learning ASL content. For example, typically, physical movement activity focuses on increasing
learners’ motivation and achievement by using through body movement. In this study, one of
the guidelines of physical movement strategy was to explain, by using the targeted language
(Arabic), the reason behind choosing a particular physical movement. The participants had the
opportunity to speak Arabic naturally while they justified their choices.
The instructional strategy of missing information also was modified in this study.
Typically, missing information instructional strategy focuses on filling in a blank with a word or
phrase to stimulate the learner’s curiosity, but in this study participants were asked to come up
with a missing conclusion or ending to a series of pictures. Missing information tasks helped the
learners to concentrate on the verbal skill beside encourage creativity. Participants shared their
story orally using the Arabic language.
The instructional strategy of making real-world connections was used for a summative
assessment. Students shared in class how the topic related to a real-world application or product;
they tested media’s influence on people by using different kinds of social media. Finally, the
competition instructional strategy was modified to focus on teams rather than individual
competition through teamwork, collaboration, and assistance.
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and summative evaluation (pre- and post-tests, self-concept questionnaires, and a program
evaluation survey). In this case study, five two-hour sessions were held to examine learners’
engagement and motivation. This study was conducted in two stages. In the pre-study stage,
parents of the participants signed the consent form and completed the background form. A
designed unit was created based on backward design, the Five Cs, and evaluated by three experts
in ASL education.
In-study, students filled out the Task Evaluation Questionnaire (Appendix II) as a
formative assessment after every speaking task. There were four different types of speaking
activities: missing information (e.g., synthesizing stories by using a sequence of images with
missing parts and new vocabularies), physical movement (e.g., showing answers by physical
movements and explaining the answers), competition (e.g., playing the ladder and the snake
board game by answering related questions), and real-world connections (e.g., testing the
influence of media on people by using different kind of social media to convince the majority of
the audience with the idea). Finally, students filled out the Text Material Questionnaire
(Appendix III) as a content evaluation, and three participants participated in an open-ended focus
group interview. The three participants were chosen based on two factors: their ethnicity
backgrounds and their level of motivation for learning Arabic. The participants had similar
learning Arabic motivation, but they had differences in ethnic backgrounds. Figure 6
demonstrates all components in the two research stages: pre-study and in-study.
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Sampling Design
The population (N) of this study was the learners of Arabic as a second language (ASL).
These learners have different ethnic backgrounds: purely Arabic background, mixed Arabic
backgrounds from different countries and regions, and no Arabic background. They had
different reasons to learn Arabic, but they all were learning Arabic as a foreign language at the
learning center.
The sample frame was a learning center that teaches Arabic to students from age three to
19 years. Students were divided based on their language levels and age range. For example,
level one may have had seven- and eight-year-old students according to their language level.
Most of the students were from the following countries: Egypt, Palestine, Somalia, India,
Pakistan, Iraq, Syria, Oromo, Morocco, Saudi Arabia, Tunisia, Jordan, and Sudan. Arabic was
the dominant language in the center and inside the classrooms. The setting of this study was a
formal classroom. The classroom had an interactive whiteboard and individual desks that could
be moved to fit the learning strategy used.
The sample (n) was 23 high-intermediate ASL learners from Arabic and non-Arabic
origin between the ages of 10 and 14 years. This sample was chosen because the students had
basic Arabic skills in reading and writing and were establishing their communication skills.
Students in this group also had the ability to express their feelings through the questionnaires and
in the interview.
Data Collection Procedure
Pre-study. Twenty-three Arabic learners were selected to examine the content and the
instructional strategies of a designed unit on learner speaking motivation. The consent form was
sent to the parents of the participants. The informed consent form was clearly written and
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included the purpose of the study, the potential risks or benefits, the study procedure, and the fact
that participants could withdraw at any time without penalty (Patten, 2014). The parents of the
students could decline their children’s participation without any consequences. Students could
continue working in another setting with another instructor. Fortunately, all 23 highintermediate students participated in the study. The participants had the opportunity to win a $25
gift card as an appreciation gift. After signing the consent form, the participants completed the
Background Information Form (Appendix IV) to help with selection of the focus groups later in
the study. It contained information about age, ethnicity, language at home, years of learning
Arabic, reasons of learning Arabic, a rating of the student’s level of speaking and understanding
Arabic, and a rating of the student’s level of motivation to speak Arabic.
The designed unit was created by considering the ASL textbook’s assessment instrument
(Appendix I). The designed unit was evaluated by three experts who had experience in ASL
curriculum design textbooks. The evaluators had been Arabic teachers for several years and had
written ASL textbooks. They also taught different age groups and levels. The experts provided
several recommendations to improve the unit to make it more appropriate to the ASL learners
needs. The unit covered the four skills: reading and writing, listening, and speaking, however,
the focus in this study was the speaking skill. The designed unit was the main resource for
teaching; the sequence of teaching the unit, objectives, and activities was included.
The unit was designed to meet the interpersonal communication standard within the
World-Readiness Standards of Learning a Foreign Language (ACTFL, 2012), “The learners
interact and negotiate meaning in spoken, signed, or written conversations to share information,
reactions, feelings, and opinions” (Appendix V, p.122). The students were expected to
differentiate between the positive and the negative impact of the media on children and gradually
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on the society. The designed unit content focused on real-life concepts to increase learner
attention. It started with open questions and related pictures to enhance the unrestricted
conversations and discussions, and to introduce a new topic in an engaging way. A cultural
proverb was included to connect students with other cultures through moral principles. The
moral objective and the language objective(s) were determined in advance by the educator. The
unit contained different literacy styles such as informative text, dialogue, and story. It had
different types of exercises to deepen student understanding. The practice activities were created
through the missing information strategy with activities such as finding a missing conclusion or
ending to a series of pictures, puzzles, and sorting activities to enhance student motivation.
Marzano (2007) indicated that learners engage in high-level thinking processes during guided
practice such as organizing, reviewing, summarizing, comparing, and contrasting. The designed
unit was colorful; it had many images associated with vocabularies to increase student
recognition. Real photographs were used to increase relevancy.
In-study procedure. The mixed-method study was conducted in a formal classroom
setting. The researcher instructed five Arabic sessions. Each session was two hours in length
and focused on speaking skills. In each session, one instructional speaking strategy – missing
information, physical movement, competition, or real-world connections – was used, and
students were tested and evaluated by filling out Task Evaluation Questionnaires self-report
(IMI) (Appendix II) following each speaking instructional strategy.
Missing information was the first instructional strategy used during this study. In reading
instruction, words were introduced prior to reading. The instructor showed the students a
sequence of images with missing parts and asked them to create their own stories by developing
a creative conclusion. Creativity and imagination were encouraged in this task. Students shared
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their Arabic story orally with the class. By the end of this task, students were able to collaborate
in groups to use the main words to create their own story.
Physical movement was the second instructional strategy used during this study.
Students were given a written statement and asked to decide if it was true or false. Physical
movement was used to show their answer. For example, going to the right of the room if they
believed the statement was correct/true, and going to the left of the room if they believed the
statement was wrong/false. Then, they explained in their own words why they believed the
statement was true or false. By the end of this task, students were able to share information,
feelings, and opinions in Arabic with regard a related statement.
Competition was the third instructional strategy used during this study for reviewing and
summarizing the new concept. The class was divided into multiple groups and they were given
“The Ladder and the Snake” board game. All players started from the same point and tried to
reach the end point before others by rolling the dice and answering a question. If a student
reached a slide, s/he slid down. If a student reached a ladder, s/he moved up. If a student could
not answer the question, s/he stayed at the same point without moving. Each student wrote four
related questions on four different index cards. The questions were mixed and given to each
group of students. Each group had 10 to15 index cards. Students played “The Ladder and the
Snake” game and tried to finish first by answering the questions. By the end of the competition
task, students were able to use Arabic frequently by sharing information, discussing their
opinions, and answering questions.
The real-world connections instructional strategy was used for a summative assessment.
Students shared in class how the topic related to a real-world application or product; they tested
the media’s influence on people by using different kind of social media. Every student had to
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speak in Arabic through one of the social media to try to persuade the majority of the audience to
accept his/her idea. Students had the opportunity to select the type of the media they felt most
comfortable using; most of the students chose a YouTube video or Snap Chat. By the end of this
task, students were able to realize the impact of different kinds of media to change attitudes
about a particular topic.
Each two-hour session focused on one instructional strategy and the Task Evaluation
Questionnaires (Appendix II) were completed by students at the end of the session to examine
their response to the speaking task. For the first completion, the instructor read the
questionnaires and offered students the opportunity to ask questions due to the potentially limited
reading skills of some participants. Task Evaluation Questionnaires (Appendix II) uses a sevenpoint Likert scale ranging from 1= not at all true, to 7 = very true. It was used to examine student
interest/enjoyment, perceived choice, perceived competence, and pressure/tension while
performing a speaking activity.
At the end of the four sessions, the participants filled out Text Material Questionnaires
(Appendix III) to examine student response regarding the content. The Text Material
Questionnaires uses a seven-point Likert scale ranging from 1= not at all true to 7 = very true. It
was used to examine student interest/enjoyment, perceived choice, perceived competence, and
pressure/tension after receiving the text content. The instructor read the questionnaires and
offered students the opportunity to ask questions due to the potentially limited reading skills of
some participants.
The open-ended focus group interview (Appendix IV) was conducted to examine the
impact of the instructional strategies and designed unit content on the learner’s speaking
motivation. Choosing the interview participants was a challenge since none of the study
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participants indicated lack of motivation to speak Arabic when they filled out their background
information forms. Accordingly, the participants were chosen based on differences in their
ethnic backgrounds (Table 1); three participants were interviewed. The first participant had an
Arab only ethnic background, the second participant had a mixed ethnic background, and the
third participant had no Arab origin. To minimize bias and increase accuracy, an instructor other
than the researcher facilitated the interviews. All interviews were voice recorded, transcribed,
and then reviewed by the interviewer for accuracy. Figure 6 demonstrates all components in the
two research stages: pre-study and in-study.
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Field Test
Testing the designed unit using the design unit assessment (Appendix I) instrument.
The synthesized designed unit was evaluated by three experts who had experience in ASL
curriculum design. The experts followed the ASL textbook evaluation instrument (Appendix I).
The instrument was modified to evaluate an ASL unit, not a textbook. The experts marked the
four domains as “strong” with regard to content, presentation, educational tools, and layout; they
indicated no need for improvement. Suggestions were made with regard to two domains,
activities and exercise, and the evaluation. One of the experts suggested asking students to write
their own open-ended questions, which was implemented through the competition instructional
category. The other suggestion was to add simple questions to motivate student learning, such
as: “What do you think? How do you know this? Can you tell me more?”. These types of
questions were embedded into the introduction questions. The last suggestion was to add a
listening part to help the students interpret what was heard using prediction, drawing, or
summarizing. This suggestion also was embedded into the unit summarizing activity.
The designed unit was field tested by applying it to a similar group, setting, and
background of learners. Students were excited about the topic; many discussions happened ingroups and in-class. Students started to think outside of the box by providing creative ideas and
bringing impressive projects to present or share.
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Testing intrinsic motivation inventory (IMI). Two field test participants (nonpopulation or sample individuals) were asked to provide feedback on the Task Questionnaires
(Appendix II) and Text Material Questionnaires (Appendix III) to assess the time commitment to
complete the task. The questionnaires were read aloud to reduce any bias due to lower reading
ability.
Testing focus group interview questions. The interview questions were field tested by
two field test participants (non-population or sample individuals). They were asked to evaluate
the interview questions to assure content clarity. They suggested simplifying some
terminologies and considering participants’ maturity. For instance, they encouraged using
“activities” instead of “instructional strategies,” and “teaching ways” instead of “teaching
techniques.” The field test participants were asked to provide feedback on the instructions and
the time commitment to complete the interview. They suggested conducting the interview in 45
to 60 minutes as a maximum and to consider recording the interview for further analysis. All the
feedback from the participants was implemented to improve the interview questionnaires.
Pilot Test
A subsample interview was pilot tested in the same way and under similar conditions for
actual data collection. Three interviewees around a similar age, ethnicity, and Arabic
background to the actual participants were asked to participate and test the questions. The pilot
interview was conducted in the same setting as the actual interview setting. The start and end
time was recorded to know the approximate meeting time, which was 60 minutes. Particular
attention was given to the participant questions for future adjustment. Participants had no
clarifying questions, which indicated that the interview questions were clear, easy to understand,
and suitable for their age. One change was recommended for the interview, which was to display
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the material of the four instructional strategies. To ensure the accuracy of participant responses,
it was critical to visually display the material to help the participants remember and follow up.
The interviews were recorded and notes were taken.
Data Analysis
A one-way ANOVA in Excel was used to analyze self-reports (IMI); each participant
completed four self-reports; 92 self-reports were analyzed in total. To score this instrument,
items #2, 9, 11, 14, 19, and 21 were reversed by subtracting the item response from 8, and using
the resulting number as the item score. To calculate interest/enjoyment, perceived competence,
choice, and pressure. The subscale scores were used in the analyses of the instructional
strategies in the Five Cs designed unit.
Interest/enjoyment: 1, 5, 8, 10, 14(R), 17, 20
Perceived competence: 4, 7, 12, 16, 22
Perceived choice: 3, 11(R), 15, 19(R), 21(R)
Pressure/tension: 2(R), 6, 9(R), 13, 18
A one-way ANOVA was used to analyze the Text Material Questionnaires; each
participant filled out the questionnaire once, and 23 questionnaires were examined. To score this
instrument, items #2 and 3 were reserved by subtracting the item response from 8, and using the
resulting number as the item score. To calculate interest/enjoyment, perceived competence, and
pressure, subscale scores were averaged. The subscale scores were used in the analyses of the
Five Cs designed unit content.
Interest/enjoyment: 1, 3(R), 5, 7, 9
Perceived competence: 4, 6
Pressure/tension: 2(R), 8
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The focus group interview information was recorded and then transcribed using a hand
thematic coding. The steps that were used for the final data analysis, largely based on Merriam
(2009) recommendations, were as follows:
1) Open coding – After reading and re-reading the data for each participant, notations were
made next to data indicating if it was interesting, important, or relevant.
2) Analytical coding – Open codes that went together were grouped to construct categories.
Comparison notes and comments from each of the participants were considered to
determine the major categories.
3) Sorting evidence – Evidence from the interview was read and sorted.
4) Repeating open and analytical coding – The first two steps were repeated to determine
emerging themes from the data.
Limitation of the Methodology
The methodology of this study was subject to the following limitations. First, only the
speaking skill motivation of the learners was measured with regard to the designed unit. The
results cannot be generalized for the other skills such as writing, grammar structure, or reading.
Second, this method was carried out only for a short period of time, and the results may be
affected by some unknown factors such as the time of the year, students’ social lives, specific
conflicts, etc. Third, the study focused on studying the impact of a designed unit on learner
motivation from the student perspective without considering the teacher perspective. Fourth,
interviewing only three students is another limitation of the method. Finally, potential bias may
have occurred because the researcher was the main person who conducted the study. To
minimize bias, the interview was not conducted by the researcher due to a potential power issue.
Another instructor conducted and recorded the interview to observe and consider learner’s
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reactions during the sessions.
Study participants were safeguarded and protected. A consent form was sent to the
parents of the participants. All the parents possessed sufficient English to read the permission
form. To give informed consent, parents of the participants understood what was required by the
research and possessed the freedom to let his/her child participate. Patten (2014) mentioned that
the informed consent form should be clearly written and contain the purpose of the study, the
potential risks or benefits, the study procedure, and the fact that participants may withdraw at
any time without penalty. The participants in the researcher’s class were not used due to
potential perceptions of power: “Ethical issues may arise when you study your colleagues, peers,
or people over whom you have some kind of authority in a setting,” (Bogdan & Biklen, 2007, p.
57). All information and data were secured in a safe cabinet until the end of the research (Patten,
2014). Finally, Institutional Review Board (IRB) approval for research with human subjects was
obtained to insure the participants’ rights.
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Chapter IV: Results
Chapter IV focuses on a presentation of the data obtained from pre-study and in-study
phases of the study. This chapter starts with an overview of the Arabic class where the study
took place and a description of the designed unit used for the study. Quantitative data from
phase one (pre-study) is presented, along with qualitative and quantitative data from the second
phase (in-study). An introduction to the three participants is provided, followed by a
presentation of the qualitative data from the interviews as it pretains to motivation and speaking
Arabic.
Overview of Arabic Class
The research setting of this study was a high-intermediate Arabic level. This level was
taken by students who finished Arabic level five and mastered the basic standard of the four
Arabic skills (reading, writing, understanding, and speaking). This level focused on enriching
conversation skills through discussing different themes and topics in various genres. The
objectives of this class were initiating and sustaining communication in modern standard Arabic,
developing the four language skills of the language in different contexts, increasing
competencies in the art of oral discourse through discussions, and increasing the knowledge of
Arabic culture through authentic passages of various genres.
The instructor of the class was the researcher, an energetic, seasoned Arabic teacher. She
was an Arab native who had been in the United States for 18 years and had been teaching Arabic
classes for 17 years. She taught Arabic for Arabic and non-Arabic speakers of different ages and
aimed to make the class enjoyable and fun, while at the same time introducing rigorous content.
She had teaching experience in multiple cultural settings, which gave her a clear understanding
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of cultural differences. She realized the importance of reflecting the text content on students’
lives.
In the high-intermediate level, students were expected to develop their Arabic skills not
only in speaking, but also in reading, listening, and writing, as these language skills are
interconnected. However, speaking was a major component of the course. Typically, each class
session started with the instructor introducing the date, proverb, objective, agenda, and
homework for the next session. Then, the instructor walked around the classroom from student
to student, individually checking homework. She would check for completion and answer any
quick questions from students. The session started with 15 minutes of introductions and
explanations of the new concept. Students would work in small groups on a team assignment
given at the beginning of the class. Afterward, the class would get together for a short discussion
and share opinions as a conclusion to the session. In the two-hour class , students engaged in a
variety of speaking activities and discussions, including reading aloud and answering oral
questions, using new vocabularies in context, acting out a play, and listening to or watching a
short videos related to the current topic. In addition to short writing assignments that were
required of students in homework exercises, students had to search for a particular topic and
gather information to share with the whole class using visual media (e.g., PowerPoint, Prezi,
YouTube video, etc.). The goal of these presentations was to give students ample practice in
speaking and help them build confidence to share general information using the Arabic language.
Arabic Textbook
Arabiya Bila Hudood: Lugatuna Fakhriuna was the textbook used for this study (ASadoon, 2016, submitted for publication). The book contained six units; only one unit was
incorporated into this study. Each unit had two lessons; the two lessons had the same theme
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using different genres. The lesson began with an Arabic vocabulary list associated with its
Arabic meaning, followed by vocabulary drills. Students were given plenty of practice with the
new vocabulary with exercises to do both at home and in the classroom. The exercises often
required students to do fill-in-the-blank exercises and fill in charts and using the new vocabulary
in context through different activities. Authentic texts from a wide variety of genres (including
stories, plays, articles, advertisements, and poems) were presented to students accompanied by
various exercises.
Reading and comprehension were the second parts of the unit, where students read texts
that required predicting, and demanded critical thinking to push them to go beyond their
linguistic ability and level. Many of the questions in the unit connected the reading topic with
the real-life and current situations. The speaking activities that the textbook provided were
exercises related to the dialogue between the two main characters (Khalid and Sami) regarding
the topic. One of the speaking activities also asked the learners to synthesize their conversation
related to a displayed picture. As for writing, students were expected to write coherent
paragraphs, answer direct and indirect questions, and write dialogues. There were many openended questions throughout each lesson where students could practice writing short essays,
stories, or dialogues.
Pre-study (Consent Form and Background Information)
Twenty-three students participated in the first phase of the study, which consisted of a
background questionnaire and signed the consent form. The goal of this phase of the study was
to gain insight into the levels of speaking motivation experienced by all students in the Arabic
classroom as well as to select participants for the second phase. Students were asked to give the
reasons behind learning Arabic. All of their answers centered around three factors: to understand
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and read the Quran, to connect with their relatives and friends who speak the Arabic language,
and to know multiple languages to support their careers in future. Table 1 displays participants’
backgrounds.
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Table 1
Participants’ Background Data
Age Ethnicity

10
11
11
11

Iraq
Egypt
Tunisia
Sudan

Language
Spoken at
Home
Mostly English
English/Arabic
Arabic/English
Arabic/English

Years of
Learning
Arabic
10
5
8
8

Speak and
Understand
Arabic
Very Well
Good
Very Well
Very Well

Motivated to
Speak Arabic

Arabic
is….

Sometimes Yes
Absolutely Yes
Absolutely Yes
Absolutely Yes

Very Easy
Hard
Very Easy
Sometimes
Difficult
Sometimes
Difficult
Easy

11

Jordan

Arabic/English

9

Good

Sometimes Yes

12

English

7

Good

Sometimes Yes

12
12

Egypt/
America
Sudan
Egypt

Arabic
Arabic/English

4
10

Very Well
Good

Absolutely Yes
Absolutely Yes

12

Morocco

Good

Absolutely Yes

13

Fair

Sometimes Yes

13

Algeria/
America
Oromo

English/Arabic 9
/French
English/ very
6
little Arabic
English/Oromo 8

Fair

Absolutely Yes

13

Palestine

Arabic

6

Very Well

Sometimes Yes

13
13
13
13
13

Sudan
Egypt
Egypt
America
Sudan

Arabic
Arabic/English
Arabic
English/Arabic
Arabic

11
10
8
8
10

Good
Very Well
Very Well
Very Well
Good

Sometimes Yes
Sometimes Yes
Sometimes Yes
Sometimes Yes
Sometimes Yes

13
13
14
14
14

Saudi Arabia
Lebanon
Iraq
Jordan
Oromo

Arabic
Arabic/English
English/Arabic
Arabic/English
English/Oromo

7
9
9
9
8

Very Well
Very Well
Very Well
Very Well
Good

Absolutely Yes
Sometimes Yes
Absolutely Yes
Sometimes Yes
Absolutely Yes

15

Somalia

Somali/English 7
/Arabic

Good

Absolutely Yes
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Easy
Sometimes
Difficult
Sometimes
Difficult
Sometimes
Difficult
Sometimes
Difficult
Sometimes
Difficult
Easy
Very Easy
Easy
Easy
Sometimes
Difficult
Very Easy
Easy
Very Easy
Easy
Sometimes
Difficult
Sometimes
Difficult

While there was a five-year difference between the youngest student in the class (10
years) and the oldest (15 years); the average age for the class was 12 years. The minimum years
of learning Arabic was four, and the maximum was 11, making the average years of learning
Arabic for the class eight years. Sixteen students had an absolute Arab background (70%) from
10 different Arab countries, and seven students had the mixed or non-Arab background (30%)
from four different countries. Twelve students considered themselves able to speak and
understand Arabic very well (52%), another nine students indicated a good understanding and
ability to speak (39%), and two students considered their Arabic abilities to be fair (8%). No one
considered his/her speaking and understanding Arabic to be weak. Eleven students reflected that
they were absolutely motivated to speak Arabic (48%), and 12 students reflected that they are
sometimes motivated to speak Arabic (52%). No one indicated they were not motivated to speak
Arabic; the background differences did not impact the students’ motivation to speak Arabic.
Five students rated Arabic as very easy language (22%), seven students rated Arabic as an easy
language (30%), 10 students rated Arabic as a sometimes difficult language (44%), and one
student rated Arabic as hard (4%) even though the student had a purely Arabic ethnicity. The
summary of the participants’ background results is shown in Table 2.
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Table 2
Summary of Participants’ Background Results
Age

µ= 12

Ethnicity Background

70% Arab
30% Mixed or non-Arab

Language Spoken at Home

English/Arabic/Oromo/Somali/French

Years of Learning Arabic

µ= 8

Speak and Understand Arabic

52% Very Well
39% Good
8% Fair
0% Weak

Motivated to Speak Arabic

48% Absolutely Yes
52% Sometimes Yes
0% Sometimes No
0% No

Arabic is….

22% Very Easy
30% Easy
44% Sometimes Difficult
4% Hard

In-study (Instructional Strategies, Text Material and Interview)
Missing information. A one way-ANOVA in Excel was used to analyze self-reports
(IMI); each participant filled out four self-reports. To score this instrument, items 2, 9, 11, 14,
19, and 21 were reversed by subtracting the item response from 8, and using the resulting
number as the item score. To calculate interest/enjoyment, perceived competence, choice, and
pressure, subscale scores were averaged. The subscale scores were used in the analysis of the
missing information instructional strategy (Appendix VI).
Interest/enjoyment: 1, 5, 8, 10, 14(R), 17, 20

µ= 5.26

Perceived competence: 4, 7, 12, 16, 22

µ= 5.36
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Perceived choice: 3, 11(R), 15, 19(R), 21(R)

µ= 4.81

Pressure/tension: 2(R), 6, 9(R), 13, 18

µ= 2.63

Physical movement. A one way-ANOVA in Excel was used to analyze self-reports
(IMI); 23 participants filled out self-reports. To score this instrument, items 2, 9, 11, 14, 19, and
21 were reversed by subtracting the item response from 8, and the resulting number was used as
the item score. To calculate interest/enjoyment, perceived competence, choice, and pressure,
subscale scores were averaged. The subscale scores were used in the analysis of the physical
movement instructional strategy (Appendix VII).
Interest/enjoyment: 1, 5, 8, 10, 14(R), 17, 20

µ= 4.97

Perceived competence: 4, 7, 12, 16, 22

µ= 5.70

Perceived choice: 3, 11(R), 15, 19(R), 21(R)

µ= 4.44

Pressure/tension: 2(R), 6, 9(R), 13, 18

µ= 2.30

Competition. A one way-ANOVA in Excel was used to analyze self-reports (IMI); 23
participants filled out self-reports. To score this instrument, items 2, 9, 11, 14, 19, and 21were
reversed by subtracting the item response from 8, and the resulting number was used as the item
score. To calculate interest/enjoyment, perceived competence, choice, and pressure, subscale
scores were averaged. The subscale scores were used in the analysis of the competition
instructional strategy (Appendix VIII).
Interest/enjoyment: 1, 5, 8, 10, 14(R), 17, 20

µ= 5.82

Perceived competence: 4, 7, 12, 16, 22

µ= 5.77

Perceived choice: 3, 11(R), 15, 19(R), 21(R)

µ= 5.19

Pressure/tension: 2(R), 6, 9(R), 13, 18

µ= 2.26

78

Real-world connection. A one way-ANOVA in Excel was used to analyze self-reports
(IMI); 23 participants filled out self-reports. To score this instrument, items 2, 9, 11, 14, 19, and
21were reversed by subtracting the item response from 8, and the resulting number was used as
the item score. To calculate interest/enjoyment, perceived competence, choice, and pressure,
subscale scores were averaged. The subscale scores were used in the analysis of the real-world
connection instructional strategy (Appendix IX).
Interest/enjoyment: 1, 5, 8, 10, 14(R), 17, 20

µ= 5.19

Perceived competence: 4, 7, 12, 16, 22

µ= 5.09

Perceived choice: 3, 11(R), 15, 19(R), 21(R)

µ= 4.75

Pressure/tension: 2(R), 6, 9(R), 13, 18

µ= 3.33
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Table 3
Anova: Single-Factor Instructional Strategies
Groups

Count

Sum

Average

Variance

Missing Information

4

18.06

4.51

1.636433

Physical Movement

4

17.41

4.35

2.139158

Competition

4

19.04

4.76

2.859533

Real-World

4

18.36

4.59

0.741067

SS

df

MS

F

Between Groups

0.343419

3

0.114473

Within Groups

22.12858

12

1.844048

Total

22.47199

15

ANOVA
Source of Variation

P-value

0.062077 0.978833 3.4902948

Note. P-value>.05
As seen in Table 3, comparing the four means of the four instructional strategies using
single factor ANOVA, the F value < F critical value (0.062077< 3.4902948) and the p-value
(0.978833> .05), the difference between means was not statistically significant; accordingly,
there is not enough evidence to reject the null hypothesis (H0). The null hypothesis stated that
there were no significant differences between the four instructional strategies.
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F crit

Text Material
A one way-ANOVA in Excel was used to analyze the Text Material Questionnaires;
each participant filled out the questionnaire once; 23 questionnaires were examined. To score
this instrument, items 2 and 3 were reserved by subtracting the item response from 8, and the
resulting number was used as the item score (Appendix X). To calculate interest/enjoyment,
perceived competence, and pressure, subscale scores were averaged. The subscale scores were
used in the analysis of the Five Cs designed unit content.
Interest/enjoyment: 1, 3(R), 5, 7, 9

µ= 5.00

Perceived competence: 4, 6

µ= 5.48

Pressure/tension: 2(R), 8

µ= 2.37

Table 4
Anova: Single Factor- Text Material
Groups
Text

ANOVA
Source of
Variation
Between
Groups
Within Groups

Count
3

Sum
12.85

Average
4.283333

Variance
2.803233

SS

df

MS

F

27.52042
5.606467

1
4

Total
33.12688
Note. P-value <.05

5

27.52042
1.401617

P-value

F crit

19.63477 0.011412 7.708647

As seen in Table 4, comparing the three means of the text material using single factor
ANOVA, the F value > F critical value (19.63477< 7.708647) and the p-value (0.011412< .05),
the difference between means was statistically significant; accordingly, there is enough evidence
to reject the null hypothesis (H0). The null hypothesis (H0) stated that the content of a Five Cs
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designed unit had no impact on ASL learners’ speaking motivation. The alternative hypothesis
(Ha) identified that the content of a Five Cs designed unit impacted ASL learners’ speaking
motivation.
Interview
The purpose of the interview phase of the study was to take an in-depth look at the nature
of the motivation behind students’ desire to learn Arabic based on their different ethnic
background. Choosing the interview participants was a challenge since none of the study
participants indicated that s/he was not motivated to speak Arabic. Accordingly, three
participants were chosen based on their differences in ethnic backgrounds. The first participant
had an Arab ethnic background only, the second participant had a mixed ethnic background, and
the third participant had no Arab origin. The three participants rated their speaking and
understanding of Arabic as “good”; they were absolutely motivated to speak Arabic, and they
considered Arabic easy or very easy. All of them had been learning Arabic for a similar number
of years, and they shared similar reasons for studying Arabic. A summary of the three
participants is presented in Table 5.
Table 5
A Summary of the Three Participants
Pseudonym

Ethnicity
Background

Zaina

Mixed
(Somalia/Arab)
Non-Arab
(Oromo)
Pure Arab
(Morocco)

Mona
Ayan

No. years
Studied
Arabic
7

Age

14

Speak and
Understand
Arabic
Good

8

15

Good

9

12

Good
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Motivated to
Speak Arabic

Arabic
is….

Absolutely
Yes
Absolutely
Yes
Absolutely
Yes

Sometimes
Difficult
Sometimes
Difficult
Sometimes
Difficult

The participant. Zaina. A 14-year old, Zaina is a quiet young lady who experienced
Arabic as a truly foreign language. Zaina has a mixed background: Arab and Somali. Zaina had
a profound love for different languages and cultures growing up and studied both Somali and
Arabic in her childhood. Arabic is one of the languages that she needs to learn because she
wants to read and understand the Holy Book, Quran, which is written in Arabic. She is
interested in communication with her friends from the Arab background and her mom who
speaks Arabic perfectly. Zaina travels with her mom to the Middle East on a regular basis, and
she uses the language regularly.
Zaina started studying Arabic seven years ago at a weekend school. The school is the
only official Arabic resource once a week. She uses Arabic unofficially with her mom at home.
Her mom was interested in teaching her daughter the Somali language – the mother tongue – as
well. As a result, Zaina started to learn Arabic, Somali, and English at the same time for several
years. Zaina clearly described her learning Arabic journey when she said, “I learned Arabic
quick because Arabic is similar to Somali’s language. Arabic helped me with my Quran, and
helped my communication with my Arab friends at school.”
Zaina had a good knowledge in speaking and understanding the Arabic language. She
was motivated to speak the language even though she felt Arabic was sometimes hard to
understand. She was always eager to learn a new concept and implement a new technique.
Zaina stated some strategies that she usually used to improve her Arabic language: “I do my best
at Arabic school. I also talk with my Arab friends at the regular school so they can correct me,
and I talk to my parents in Arabic to correct me.”
Mona. As a 15-year old girl, Mona is energetic. Mona has an Oromo background from
both parents’ sides. No one uses Arabic at home even though the mother knows some Arabic.
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Mona was very interested in the language because Arabic is one of the beautiful languages that
she would like to learn. Mona started studying Arabic eight years ago at a weekend school. The
weekend school was the only official Arabic resource; she attends a five-hour session once a
week. Mona described her experience when she said, “I applied the language to my everyday
life, what I learned here, and I go home and write the new words on the chalk board and put it by
my bed. I learn the meaning, try to form sentences using them.”
Mona has a very good knowledge of Arabic language, an excellent understanding of
vocabulary and sentence structures, and unlimited awareness of others’ cultures. However, she
is shy about speaking Arabic in class because she is a perfectionist and does not want to make
mistakes. She always wants to master the task before presenting it. She is very dedicated, eager
and passionate to learn. She mentioned multiple ways to improve her Arabic language: “I
practice every day and write down, so I will be practicing reading and writing at the same time
and speaking it. So I know how to do the three.”
Ayan. As a 12-year-old, Ayan is a very mature girl. Ayan has a pure Arabic background
from both parents’ sides. Her father and mother are Moroccan immigrants. The whole family
speaks Arabic perfectly at home. They are fluent in English and French as well, but Arabic is the
dominant language at home. Ayan wants to improve her Arabic language to interact with
similar-speaking people. She wants to boost her brain power, know the language of her religion,
and know the language of her nationality. Ayan started studying Arabic six years ago at a
weekend school. The school was an excellent official Arabic language supplement; she attends a
five-hour session once a week. Ayan visualized her learning Arabic by saying:
As a child, I remember my mom took my Arabic studies very seriously. I took her
opinion seriously as well. I started practicing Arabic and negotiating with my friends in
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Arabic. I began talking with my sister and brother in Arabic. Applied my Arabic to my
everyday life, and see things differently than others see it.
Ayan has a passion for learning, wonderful Arabic handwriting, and an accurate way of writing
and expressing thoughts and ideas. She struggles using the Modern Standard Arabic; she speaks
fluently using Moroccan slangs and dialects. She is continuously trying to do her best on any
tasks. She is confidently asking for help and support from her instructors, classmates, and
parents. She stated a simple strategy to improve her Arabic language: “Practicing all the skills
such as spelling, grammar, reading, and writing.”
Sources of Data
Qualitative data was gathered from all three of the participants via two sources: the
participant background information form and the recorded interview. Students wrote personal
background information by detailing their thoughts and feelings before sessions, and they were
interviewed at the end of the sessions. The data detailing the nature of the participants’
motivation is presented as it pertains to the designed unit content and the four instructional
strategies.
The Designed Unit Content
During the focus group interview, multiple questions were asked regarding the
participants’ feelings, motivations, and ability to speak Arabic using the content of the designed
unit during the study. All the participants had a similar point of view regarding the content. For
instance, Zaina clearly stated:
In the beginning, I don’t really think about it (topic) that much, it is just another topic. It
will help me with my Arabic and more information. With “Elam- Media,” I become very
interested with it. We also did the project [real-world connections] too that we do with
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our own. I became more interested; I started to learn more than what I thought about how
“Elam- Media” can impact the kids.
Zaina referred multiple times during the interview to the Arabic word of media “Elam.” Mona
stated, “I think the topic did impact my interest and enjoyment to speak Arabic because the topic
is what is going on now. It impacts a lot of people.” Ayan agreed that the content impacted her
emotions by saying:
Yes, it encouraged me to speak more Arabic; finally, a new set of vocabulary words that I
could use those in my conversation or I could see others’ opinion and create my own
opinion by myself and that’s pushed me to speak Arabic too.
Zaina mentioned how the content impacted her ability to speak Arabic by referring to the realworld project:
I think the content did impact my ability to speak Arabic. In the project, I was so
interested that I pushed myself to thought about the idea in English as I usually do, then I
would put it in Arabic. For the words that I don’t know, I learn them and that’s help [sic]
me to learn Arabic.
Mona connected her positive feeling regarding the content with increasing her speaking skill
when she said, “Since I was more interested in the topic, I was more willing to learn words and
apply it to everyday basis and [sic] pushed me to learn it. I can talk about a topic that’s
happening now using Arabic.”
Ayan linked her positive feeling regarding the list of new vocabulary and listening to
others’ opinions with her ability to achieve more: “The ability to speak Arabic impacted
positively, like what I said vocabularies and others’ opinions.” Table 6 shows the summary of
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the interview of the three participants’ feelings and thoughts regards the content of the designed
unit.
Table 6
A Summary of the Interview of the Three Participants (Text/Content)
Participants
(Background)
Zaina
(Mixed)

Text/Content





Mona
(Non-Arab)






Ayan
(Arab)








In the beginning, she did not really think about the topic; it is
just another topic.
She became very interested in it.
She thought the content did impact her ability to speak Arabic.
She started to learn more than what she thought about how “ElamMedia” can impact the kids.
She used “Elam” most of the time during the interview.
She thought the topic did impact her interest and enjoyment to
speak Arabic.
The topic is what is going on now, and it impacts a lot of people.
Since she was more interested in the topic, she was more willing
to learn words and apply it on an everyday basis.
She can talk about a topic that’s happening now using Arabic.
The topic encouraged her to speak more Arabic.
Finally, she had a new set of vocabulary words to could use.
The topic helped her to create her own opinion.
The topic pushed her to speak Arabic.
Ayan linked her positive feeling regarding the list of new
vocabularies and listening to other’s opinions with her ability to
achieve more.

The Four Instructional Strategies
During the focus group interview, multiple questions were asked regarding the
participants’ feelings, motivations, and ability to speak Arabic using the four instructional
strategies during the study. The interviewees were asked which instructional strategies most
encouraged them to speak the language. Two students agreed on the real-world connections and
one mentioned the competition task. Zaina strongly stated:
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I think for me, the real life/presentation. You kind gave us the Elam- Media as the topic
and we’ve been go out to group everything together to convince people of it. I wrote my
own script and I had my own reasons, and said it in my own words and tried to convince
people with my own idea. I felt that I really used the language and also I did my best. I
had to write it down that helped me to remember and helped me to speak. I had to
practice it so I don’t say it wrong in front of the class that helped me to speak.
Once if it’s from your own idea, you just remember the words better, so you can speak it
later in a different sentence or you can use it in a different way when you need.
Ayan agreed with Zaina’s opinion when she stated, “The real life is the most enjoyable activity.
It gives you the feeling of your opinion only, your originality, and your original idea. Look at
your opinion and took it to an art of work of speaking, videos, etc.”
Mona had a different opinion regarding the instructional strategy that impacted her
speaking skill:
For me the game “The Ladder and the Snake” was the one because there were questions
from the same people who are learning like you and it helped my comprehensive skills to
understand what is going on in the story and it pushes me to speak it because I want to
get the answer right to win. It also helps because I thought with words that I did not think
that I know.
The participants were asked how the instructional strategies impacted their interest or
enjoyment to speak the language. Zaina clearly linked the students’ enjoyment with their
achievement:
I think it was nice and fun way, when kids find things interesting and fun, they will find
way to learn better and remember better or speak it better. Even for the second way “The
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Ladder and the Snake” game it is competitive and that’s could help too. And for this one
too (missing information), you have to write your own sentences that go along with the
picture.
Mona compared the four instructional strategies with the traditional way of teaching:
I enjoyed all of them a lot, something different instead of sitting and learning. For some
people it’s more effective to be more hands-on and moving and it helps them while
having fun at the same time. Since you are enjoying it and looking for the right answer at
the same time in a quick amount of time. You are looking very quick for the words, it
just come out without really knowing it. It just happens [sic].
Ayan indicated the role of each task by saying:
All the activities had a certain impact on me. For example, the physical movement would
help me to move, ‘“The Ladder and the Snake would help me to think about what I would
speak or if somebody had a trouble speaking, they write to know what to say.
By the end of the interview, the participants were asked if they were the teacher, which
activity would they choose to help their students to speak the language. Zaina listed multiple
activities that she might choose for her students:
I will choose the real-world connection, and I tell them (students) to take it seriously and
try to do their best. They can use their idea and do whatever they want. Put it in Arabic
and push themselves. The second option is the missing information because it helped
them to think about a paragraph or sentences quickly. So, they have to remember what
they were learning and that will come out on paper. This one is definitely helped push
themselves and putting things together. Physical movement could be effective for
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different people, but it was effective to understand vocabularies and sentence but for
speaking is better to practice writing or saying something. I like all the activities.
Mona agreed with Zaina regarding using the Missing Information activity by connecting the task
with creativity:
I think missing information activity; it really helps with their creativity. They can use the
words to create a story. They get to use the words the way that they want, there is no
guidelines just use the words; and that’s will help since lots of kids like to use their
creativity.
Ayan had a different way of choosing the right activity and related this to the group of
students and their needs: “I would have to look at the students first and based on their weakness.
I would choose the right activity. But, I would choose the Snakes and the Ladders.”
The participants suggested different techniques to enhance speaking skills. Zaina said,
“Teachers should have set of vocabulary that all students should know inside the Arabic class,
and have extra practice for that.” Mona stated, “Now, kids are more active, so more activities
and moving around. Kids can get distracted so easily, so more games and activities.” Ayan said,
“Students should do these activities more often. More activities and more games will help
students to learn.”
Tables 7, 8 and 9 display the summary of the three participants’ feelings and thoughts
regarding the four instructional strategies.
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Table 7
A Summary of Zaina’s Interview
Missing
Physical
Information
Movement




Students write 
their own
sentences that
go along with
the picture.

Students think
about a
paragraph
quickly.

It can be

better for
different
groups.
It was
effective to
understand
vocabularies
and sentence.

Competition

Real-world
Connection

It’s a

competitive
game.














91

She was so
interested in the
real-world
connection
project
She pushed
herself to think
about the idea in
English, then put
it in Arabic.
Students go out to
group everything
together to
convince people
of it.
She wrote her
own script using
her own words.
She felt that she
really used the
language.
She did her best.
She had to write it
down that helped
her to remember
and speak.
She had to
practice it.

General Notes








She liked all
the activities.
It was nice
and fun way.
Kids finds
things
interesting
and fun, they
will learn
better,
remember
better, or
speak better.
Have sets of
vocabulary
words for
students to
be used
inside the
Arabic class.
Provide
extra
practice.

Table 8
A Summary of Mona’s Interview
Missing Information






It can really impact
students’ creativity.
Students can use the
words to create a story.
Students used the words
in their way.
There are no guidelines.
Lots of kids like to use
their creativity.

Competition










There were questions from the
same people who are learning
like her.
It helped her comprehensive
skills to understand what is
going on in the story.
It pushed her to speak it.
She wanted to get the answer
right to win.
Since you are enjoying it and
looking for the right answer at
the same time in a quick
amount of time then you are
looking very quick for the
words; it just comes out
without really knowing it. It
just happens.
She thought with new words.

Table 9
A Summary of Ayan’s Interview
Physical
Competition
Movement
 Help her to  Help her to
move.
think about
what she
would say.
 She
recommended
the activity.






Real-world
Connection
The most enjoyable
activity.
It gives her the
feeling of her
originality.
It gives the chance to
her opinion to be
heard.

General Notes










General Notes
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She enjoyed all of them
a lot.
The activities were
something different
instead of sitting and
learning.
It is more effective to
be more hands-on and
moving.
It is fun
Kids are more active,
so use more activities
and moving around.
Kids can get distracted
so easily, so add more
games and activities.

All the activities had a
certain impact on her.
Choose the activities
based on the students’
needs.
Students should do
these activities more
often.
Add more activities and
more games to learn.

Chapter V: Discussion, Implications, Recommendations
Introduction
This chapter analyzes and discusses the data presented in the previous chapter. It starts
with overview of the study, and continues with summaries of the quantitative data and the
qualitative data, and answers to the research questions. Conclusions arising from the study are
presented, including a discussion of the pedagogical implications arising from the study, several
suggestions for future research, and concluding remarks.
Overview of the Study
The study provided insight regarding ASL student motivation and examined the
increasing relevance in Arabic language education on learners’ motivations to speak. The study
aimed to identify effective instructional strategies and content that have the greatest impact on
learner speaking motivation.
A mixed method was used in two stages, pre-study and in-study, to understand ASL
learner speaking motivation. In the pre-study phase, parents signed a consent form, and a
background form was given to the participants. The information indicated a five-year difference
between the youngest student in the class (10 years old) and the oldest student (15 years old); the
average age for the class was 12 years old.
Sixteen students had an absolute Arab background (70%) from 10 different Arab
countries, and seven students had a mixed or non-Arab background (30%) from four different
countries. Twelve students considered they spoke and understood Arabic “very well” (52%),
another nine students indicated they spoke and understood Arabic “good” (39 %), and two
students considered they spoke and understood Arabic “fair” (8 %). No one considered their
speaking and understanding Arabic as “weak.” Regarding motivation, 11 students reflected that
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they are absolutely motivated to speak Arabic (48%), and 12 students reflected that they are
sometimes motivated to speak Arabic (52%). No one indicated that they are not motivated to
speak Arabic, and the background differences did not impact their motivation to speak Arabic.
Five students rated Arabic as a “very easy” language (22%), seven students rated Arabic as an
“easy” language (30%), 10 students rated Arabic as a “sometimes difficult” language (44%), and
one student rated Arabic as “hard” (4%) even though his background ethnicity was purely
Arabic.
In the study, a group of 23 Arabic learners participated (of Arabic and non-Arabic
origin), all of whom had similar speaking levels. The researcher instructed five different Arabic
sessions. Each session was two hours in length and focused on speaking skills. Four
instructional speaking strategies were utilized: missing information, physical movement,
competition, and real-world connections. These strategies were evaluated through Task
Evaluation Questionnaires (Appendix II) that were given after each speaking task to examine
student-speaking motivation. At the conclusion of the study, participants completed the Text
Material Questionnaires (Appendix III) to evaluate the content of the designed unit.
The last stage in this study was the open-ended focus group interview. The interview
examined the impact of the content and instructional strategies on students’ speaking motivation.
Three participants were chosen who held the same attitudes, feelings, and motivations about
learning Arabic as a second language regardless of their ethnic backgrounds. After a 60-minute
interview, students indicated that they enjoyed and learned the most from three instructional
strategies: missing information, competition, and real-world connections. They shared the same
positive attitude regarding the content in the designed unit.
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Research Question
This case study aimed to answer the following major question: How might increasing
relevance in Arabic language education impact learner motivation in learning Arabic?
The following sub-questions were extended from the main question:
1. Do instructional strategies of a Five Cs designed unit (DU) impact ASL learners’
speaking motivation?
The null hypothesis (H0) identified that the content of a Five Cs designed unit had no
impact on ASL learners’ speaking motivation.
The alternative hypothesis (Ha) identified that the content of a Five Cs designed unit
impacted ASL learners’ speaking motivation.
2. Do instructional strategies of a Five Cs designed unit (DU) impact ASL learners’
speaking motivation?
The null hypothesis (H0) identified that there were no significant differences between the
four instructional strategies.
The alternative hypothesis (Ha) identified that there were significant differences between
the four instructional strategies.
Summary of Quantitative Data
As seen in Table 3, comparing the four means of the four instructional strategies using
single factor ANOVA, the F value < F critical value and the p-value> .05, the difference between
means was not statistically significant; accordingly, there is no enough evidence to reject the null
hypothesis (H0). The null hypothesis stated that there were no significant differences between the
four instructional strategies.
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As seen in Table 4, comparing the three means of the text material using single factor
ANOVA, the F value > F critical value and the p-value < .05, the difference between means was
statistically significant; accordingly, there is enough evidence to reject the null hypothesis (H0).
The null hypothesis (H0) stated that the content of a Five Cs designed unit had no impact on ASL
learners’ speaking motivation. The alternative hypothesis (Ha) identified that the content of a
Five Cs designed unit impacted ASL learners’ speaking motivation.
Summary of Qualitative Data
As see in Table 6, the qualitative data gave a similar indication of the impact of
increasing relevance in Arabic education on students’ motivation. All participants agreed that
their feelings, motivation, and ability to speak Arabic were positively impacted by using the
content of the designed unit during the study. The mixed-background participant stated multiple
times that she became more interested in the topic. The non-Arabic background participant
stated that she thought the topic did impact her interest and enjoyment to speak Arabic because
the topic was related to real-life and impacted a lot of people. The Arabic background
participant agreed that the content impacted her emotions and encouraged her to speak more
Arabic.
Using data from the focus interview in Tables 7, 8, and 9, there were clear preferences
among the three participants regarding the three instructional strategies: real-world connections,
competition, and missing information. The participants compared the four instructional strategies
with the traditional way of teaching Arabic and emphasized the importance of hands-on
activities. They indicated that every instructional strategy had a specific and unique character
that impacted their interest and enjoyment. For example, the physical movement would help
students to move, and “The Snake and the Ladder” game would help students to think about
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what they would say. The physical movement instructional strategy was not one of the preferred
activities. A participant indicated that even though the physical movement was effective to
understand vocabulary and sentences, it did not encourage or motivate her to speak. She also
mentioned that the physical movement could be effective for students of different ages.
Participants were asked which instructional strategies encouraged them the most to speak the
Arabic language; two participants selected the real-world connections instructional strategy as
the best option. Both of them connected the level of enjoyment with perceived choice; they felt
that having the opportunity to choose the topic, use their own words, and implement their own
ideas were all very enjoyable. The other participant enjoyed the competition instructional
strategy because she felt it gave her the proper level of competence and skills. Using data from
the focus interview in Tables 7, 8, and 9, the participants clearly associated enjoyment with
achievement by referring to two strategies – missing information and competition. They also
associated enjoyment with choice by referring to real-world connections.
Conclusions
The quantitative and qualitative data results indicated that the content of a Five Cs
designed unit (DU) impacted ASL learners’ speaking motivation. The quantitative data results
compared the three means of the text material using single factor ANOVA, the F value > F
critical value and the p-value < .05, and the difference between means was statistically
significant (see Table 4). Accordingly, there is enough evidence to reject the null hypothesis
(H0). The null hypothesis (H0) stated that the content of a Five Cs designed unit had no impact
on ASL learners’ speaking motivation. The alternative hypothesis (Ha) identified that the
content of a Five Cs designed unit impacted ASL learners’ speaking motivation. In addition, the
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qualitative data results were in line with the quantitative data results; all participants were more
interested in the topic and the content of the Five Cs designed unit.
Regarding the four instructional strategies, the quantitative and qualitative data results did
not reflect similarly on ASL learners’ speaking motivation. The results of quantitative data
showed that there were no significant differences among the four instructional strategies.
However, the interview results indicated that the real-world instructional strategy was one of the
strategies the students enjoyed the most due to perceived choice and competence. The results
also showed that the physical movement strategy was not preferable because it did not motivate
them to speak Arabic, but it may help younger students to retain vocabulary terms for younger
students.
Implications
Given that one of the goals of this study was to investigate ASL students’ speaking
motivation in the classroom in order to improve the teaching and learning of Arabic, the
following pedagogical implications will be discussed: 1) the impact of the content of a Five Cs
designed unit on students’ speaking motivation; and 2) the impact of the four instructional
strategies on students’ speaking motivation.
The Five Cs content unit was designed to connect the classroom setting to real life
through a variety of current topics and different genres. Smith (1999) illustrated how the Five Cs
standards can be implemented through a thematic unit using a learning scenario. The thematic
unit brings content to the lesson and connects the four skills (reading, writing, listening, and
speaking) in more meaning-based and communicative ways. The choice of themes should be
based on student interest and age. Authentic materials from the target language should be
provided to link the classroom to the outside world. The activities in thematic units are task-
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based, relevant, personalized, and accomplished in cooperative settings. The designed unit
content used for this research was a famous incident that happened in one of the Middle East
countries in June 11th, 2011. All of the print, internet, and broadcast media at the time reported
on the incident. The wide range of reporting was a wakeup call for the students about the impact
of media. Many of the open-ended questions in the designed unit connected the story with the
real-life and current situations. The speaking activities in the unit encouraged the learners to
hold a dialogue regarding a topic that was relevant to them. In general, the unit encouraged the
learners to synthesize their conversations through different tasks. The results of this study
clearly showed the positive impact of the content on ASL speaking motivation. Participants
were able to focus on the content and talk freely without focusing on the sentence structure or
what they needed to say.
Marzano (2007) emphasized the importance of engaging students and keeping them
motivated to activate the learning process. Caine and Caine (2003) specified three instructional
techniques associated with brain-based learning: creating a learning environment that engages
students in several educational experiences, maintaining highly challenging environments, and
allowing the learners to internalize information by actively processing. In this study, the four
instructional strategies were designed and tested carefully to measure students’ motivation to
speak Arabic. The quantitative and qualitative findings were not fully aligned. The quantitative
findings showed that there were no statistical differences between the four strategies; however,
the findings of the interviews with the three participants demonstrated a clear preference. Even
though the participants indicated that each of the instructional strategies had a specific and
unique character that impacted their interest and enjoyment, physical movement was not a
preferred activity. All the interviewed participants enjoyed and preferred the real-world
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connections, competition, and missing information instructional strategies. They associated the
real-world connections strategy with enjoyment and perceived choice. They linked missing
information and competition strategies with enjoyment and achievement. The participants felt
that, due to their age, the physical movement strategy did not motivate them to speak Arabic.
They suggested implementing this activity with younger students with the goal of retaining
certain vocabulary items, not as a way to encourage Arabic conversation.
Recommendations for Practitioners
Even though the 23 students who participated in this research project were already
motivated and skilled in Arabic, the findings of the study could potentially impact the field of
medical education by contributing to an understanding of the human brain’s learning processes.
Fathima, Sasikumar, and Roja (2012) defined the brain processes and learning. The human brain
is designed to process thousands of bits of information per minute to evaluate perceived content.
The brain pays attention to what is relevant to daily life; consequently, new information is either
retained or ignored. Accordingly, better understanding of the human brain’s process of learning
may help teachers adopt a suitable teaching methodology.
The Five Cs designed unit content was relevant to learners’ everyday life; it focused on
the impact of media on children (Nomme & Birol, 2014). The content of the text had a familiar,
actual incident that happened in one of the Middle East countries. It showed the impact of
superhero characters on children’s minds. In June 11th, 2011, a five-year-old child used to enjoy
watching Superman cartoon on a daily basis. The family used the television as a babysitter. In
the Middle East, the old buildings’ windows are not secured enough to protect little kids. The
little boy unlocked a window in the tenth floor to jump imaging that he could fly like Superman.
He stood up on the edge of the window getting ready to fly; after multiple unsuccessful attempts
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from the neighbors and police offices to convince him to step back inside, he jumped and died
immediately. The participants of this study were engaged in the topic as soon as they knew it
was a real story. They reacted with both passion and sadness. They did an internet search of the
story to learn more information about the incident.
This study may also lead practitioners to use the real-world connections technique to
increase pupils’ spiritual intelligence, which has a crucial role in learning because it involves
emotions and excitement. Santoso (2016) conducted a classroom action research study to
improve students’ spiritual intelligence. Findings of that study showed there was significant
improvement in students’ spiritual intelligence in learning when they were taught through whole
brain learning. The Five Cs designed unit content engaged the participants and made them
interested during both the instructional and activities times. The interest and enjoyment subscale
showed that the average was high for the designed unit text and the four instructional strategies.
According to the quantitative and qualitative data, the participants felt they learned with less
pressure and stress and enjoyed the lesson, based on their choices.
Recommendations for Academics
The findings of the study had the potential to impact the field of education by directing
the attention of ASL teachers toward content as a means to increasing learner speaking
motivation. Tomlinson and McTighe (2006) described the importance of the relationship
between the learners and content, noting that the content of a curriculum focuses on the
knowledge and skills that enable students to synthesize a solid framework of meaning about a
topic. To increase student motivation and engagement, the content should be linked to the
learner’s life, experiences, and interests. The self-determination theory (SDT) (Ryan & Deci,
2000) pointed out that more self-determined learning requires classroom conditions in schools
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that allow for the fulfillment of basic human needs. Students should feel connected and effective
(Ryan & Deci, 2000). Nomme and Birol (2014) strongly associated the content’s relevance and
students’ engagement to internalizing the course material. Ledward and Hirata (2011)
emphasized that 21st-century skills are more than technological expertise; these skills also
include proficiency in critical thinking, problem-solving, communication, and teamwork.
Eventually, these skills allow people to flourish in the 21st-century economy since they help
people better access, synthesize, and communicate information.
The Five Cs goals and World-Readiness Standards for Learning a Foreign Language
(ACTFL, 2012) described the content for learning; it was advised to choose content from reallife situations in order to use the foreign language efficiently. In this study, the real story
touched the participants’ feelings; they imagined themselves as fathers and mothers of the fiveyear-old child who jumped from the building. They described how sad and difficult that
situation would be. The participants worked together in groups and in pairs to analyze the
reasons behind the incident and suggested different ways to prevent it. They were engaged
heavily in a discussion, using the Arabic language, suggesting different solutions to protect their
own children from the media's influences in the future.
The findings of the study had additional potential impact on the field of education by
guiding ASL curriculum designers to integrate the Five Cs goals and World-Readiness Standards
for Learning Languages to enhance learner motivation (ACTFL, 2012). The standards provide
the educators with a curricular framework to ensure the best student learning experience. For
teachers, cultural competence, such as the knowledge of the traditions, beliefs, and systems of
another country, is an integral part of Arabic language learning, and many teachers strive to
merge the teaching of culture into the Arabic language teaching classes (Eldin, 2015).
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Eldin (2015) emphasized the development of cultural awareness in ASL classrooms by
distinguishing the differences between the cultural norms, beliefs, or individual/group habits.
Eldin also emphasized the importance of comparing the targeted culture with the students’ native
culture. The students should be guided to understand the nonverbal cues and the cultural context
in communication. Culture education should be actively incorporated into world language
classrooms, and most particularly in teacher education programs, to facilitate deep learning and
actualize full language proficiency at all levels (Fox & Diaz-Greenberg, 2006).
Associating cultural factors with the content of the textbook is another component that is
critical to increasing a student’s engagement and learning. Hur and Suh (2010) recommended
including cultural values and norms in school curriculum content to increase learner motivation.
Students who are not familiar with cultural norms of the new society may experience confusion
and loss of confidence in their ability to learn the language. In this study, the participants
compared Middle East culture with Western culture by discussing the ways in which the fiveyear child could survive. They mentioned how the Middle East construction companies did not
care to secure windows in the high buildings, comparing them with different kind of safety
measures implemented by Western companies to protect children. The participants also
mentioned the similarities between the two cultures in parents’ willingness to let the television be
a babysitter, and letting young children watch for hours at a time.
Recommendation for Future Studies
Although the results of this study are insightful to those in the field of Arabic teaching
and learning, there certainly remains room for further research. The number of participants in
both quantitative and qualitative aspects of the study was small. It would be beneficial to
replicate the study with a larger number of students. It would be worthwhile to investigate the
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experiences of gender and a wider range of ages to gain a better picture of the issues that need to
be addressed. Furthermore, it would be interesting to examine the motivation of ASL learners as
they continue their Arabic studies using the designed unit curriculum over a longer period of
time. Finally, future studies should investigate the views and experiences of Arabic instructors.
The present study focused on learners’ experiences.
Concluding Comments
The present study not only investigated an aspect of language learning that is often
underestimated – foreign language speaking motivation – it also assessed the content of the
teaching materials by examining the Five Cs goals designed unit. In addition, the study tested
four different instructional strategies that were identified by Marzano (2007) and considered best
practices in the literature. The instructional strategies were modified to encourage verbal skills
in learning ASL content. The four instructional strategies centered on two factors: active
learning and team competition. Active learning was a method of bringing reality to the
classroom and motivating students to apply textbook principles and practice skills in real-world
settings. In active learning, students learned by doing, which is the opposite of learning where
information is transmitted through lectures or reading. Team competition was another technique
that created an environment that engaged and motivated the learners.
Every instructional strategy had a different focused goal within the Five Cs. The missing
information instructional strategy focused on the connection goal of the Five Cs; in this way,
learners built, reinforced, and expanded their knowledge by using the language to develop
critical thinking skills and to solve problems creatively (Matthews, 2011). The physical
movement instructional strategy emphasized the communication goal of the Five Cs; in this way,
learners understood, interpreted, and analyzed what was heard, read, or viewed by using body
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movement (Griva and Semoglou, 2012). The competition instructional strategy stressed the
communication goal of the Five Cs; learners interacted and negotiated meaning in spoken
conversations to share information, reactions, feelings, and opinions (Kai, 2012). The real-world
connections instructional strategy concentrated on the community goal of the Five Cs; learners
used the language both within and beyond the classroom to interact and collaborate in their
community and the globalized society (Samson, 2015).
The findings of this study have the potential to impact the field of education by
highlighting teaching techniques that focus on the speaking engagement and motivation of
students. Based on the overall findings, the four instructional strategies had equal value even
though the interview portion of the study highlighted some preferences. Engaging students and
keeping them motivated is one of the most significant concerns for classroom teachers (Marzano,
2007). Choosing the right activity for the proper age is critical in achieving teaching objectives.
Teachers should analyze any instructional strategy before fully implementing it in the classroom.
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Appendices
Appendix I: The Design Unit Assessment Instrument
Domain

Strong

Content
1. Content is freely biased.
2. Content is modern and scientifically
accurate.
3. Content takes into consideration
punctuation marks, diacritics and
paragraphing.
4. Content is related to the learner’s
needs and experience.
5. Content covers cognitive, emotional
and skillful fields.
6. Content is taken from several
educational resources.
7. Content contains international topics.
8. Content is distributed equally
through the semester (sessions).
Presentation
9. Content balances between the nature
or presentation and the time needed.
10. Presentation uses correct
vocabulary items and easy and clear
language.
11. Material is presented in a way that
takes into consideration principles of
educational psychology from the whole
to the part, from the unknown to the
known and from easy to hard.
12. Presentation motivates and
encourages the learner to selfeducation.
13. At the beginning of each unit, there
is a list of objectives.
Activities and Exercises
14. Activities suit individual and group
work.
15. Activities go along with the
objectives and content of the book.
16. Activities improve the learner’s
skills: listening, speaking, reading, and
writing.
115

Medium

Weak

Very Weak

17. Activities are reasonable and
applicable.
18. Activities are specific and their
results can be evaluated.
19. Activities are suitable for the
learner’s abilities and needs and take
into consideration individual
differences
20. Activities are based on individual
learning where the learners can practice
these activities at their own pace.
21. Activities direct and encourage
inquisitiveness, participation, research
and exploration.
22. Activities are concerned with the
cognitive and emotional education.
23. Activities require learners to write
summaries and reports from relevant
resources.
Educational Tools
24. Pictures, illustrations, and figures
are in suitable places and sizes.
25. Educational tools are related to
their objectives and content.
26. Educational tools are simple and
clear.
27. Educational tools are good enough
to help the learner achieve the goals.
28. Educational tools are attractive.
29. Educational tools stimulate the
learner’s mental activities.
30. Educational tools include a variety
of figures, images, tapes, etc.
The Evaluation
31. Questions in the evaluation part are
open ended.
32. Questions in the book have the
characteristics of good questions.
33. Some questions need written
answers while others can be answered
orally.
34. Evaluation includes essay and
objective questions.
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35. Questions include different levels
like recalling, application, inference,
analysis, and evaluation.
36. Evaluation methods take into
consideration the individual differences
between students.
37. Evaluation employs all educational
resources like the library, local
environment, equipment and current
events.
38. Questions motivate students to
learn.
Layout
39. The book (unit) is well typed with
no typo mistakes.
40. The book (unit) is presented in a
way that suits the leaners (big font,
highlights the basic principles, etc.)
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Appendix II: Task Evaluation Questionnaire- Self Report (IMI)
For each of the following statements, please indicate how true it is for you, using the following
scale:
Task

not
at all

1

1. While I was working on the task I was
thinking about how much I enjoyed it.
2. I did not feel at all nervous about doing
the task.
3. I felt that it was my choice to do the
task.
4. I think I am pretty good at this task.
5. I found the task very interesting.
6. I felt tense while doing the task.
7. I think I did pretty well at this activity,
compared to other students.
8. Doing the task was fun.
9. I felt relaxed while doing the task.
10. I enjoyed doing the task very much.
11. I didn’t really have a choice about
doing the task.
12. I am satisfied with my performance at
this task.
13. I was anxious while doing the task.
14. I thought the task was very boring.
15. I felt like I was doing what I wanted to
do while I was working on the task.
16. I felt pretty skilled at this task.
17. I thought the task was very interesting.
18. I felt pressured while doing the task.
19. I felt like I had to do the task.
20. I would describe the task as very
enjoyable.
21. I did the task because I had no choice.
22. After working at this task for a while, I
felt pretty competent.
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2

3

Some
what
true 4

5

6

very
true 7

Appendix III: Text Material Questionnaire
For each of the following statements, please indicate how true it is for you, using the following
scale as a guide:
Content

not at
all
1

1. While I was reading this material, I
was thinking about how much I
enjoyed it.
2. I did not feel at all nervous while
reading.
3. This material did not hold my
attention at all.
4. I think I understood this material
pretty well.
5. I would describe this material as
very interesting.
6. I think I understood this material
very well, compared to other students.
7. I enjoyed reading this material very
much.
8. I felt very tense while reading this
material.
9. This material was fun to read.

119

2

3
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true
4

5

6

very true
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Appendix IV: Focus Group Interview Questionnaires
Participants:
-

Focus group included three students.

-

Each student had similar feelings toward learning Arabic, each with different backgrounds
(i.e., Arabic background, mixed, and non-Arabic background).

Environment:
-

Comfortable / Circle seating / Audio recorded

Interview Outline:
-

Welcome and introduce yourself.

-

The results of this study will help Arabic teachers to teach in different ways to encourage
students to speak the language.

-

You were selected because you shared the same feeling towards learning Arabic even though
you have different backgrounds.

Guidelines:
-

There are no right or wrong answers, only differing points of view.

-

We're audio recording; one person speaking at a time.

-

We're starting from the right side.

-

You don't need to agree with others, but you must listen respectfully as others share their
views.
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Open-ended Questions:
-

Think back over all the years that you've been learning Arabic. What went particularly well?

-

What needs improvement?

Content Focus:
-

Think back over the last five weeks when we started the new unit. Tell me your first
impression about the topic?

-

How did the topic impact your interest and enjoyment to speak Arabic? Explain.

-

How did the content/text impact your ability to speak Arabic? Explain.
Instructional Strategies Focus:

-

Think back over the last five weeks when we started using different teaching techniques
(ways of teaching). Which was the most enjoyable activity? Why?

-

Does it help you speak Arabic better? Why?

-

How did the instructional strategy (activity) impact your interest and enjoyment to speak
Arabic? Explain.

-

How did the instructional strategy (activity) impact your ability to speak Arabic? Explain.
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Appendix V: World-Readiness Standards for Learning Languages
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Appendix VI: Missing Information Instructional Strategy Results
Task
1. While I was working on the task I was
thinking about how much I enjoyed it.
2. I did not feel at all nervous about doing
the task. (R)
3. I felt that it was my choice to do the
task.
4. I think I am pretty good at this task.
5. I found the task very interesting.
6. I felt tense while doing the task.
7. I think I did pretty well at this activity,
compared to other students.
8. Doing the task was fun.
9. I felt relaxed while doing the task. (R)
10. I enjoyed doing the task very much.
11. I didn’t really have a choice about
doing the task. (R)
12. I am satisfied with my performance at
this task.
13. I was anxious while doing the task.
14. I thought the task was very boring. (R)
15. I felt like I was doing what I wanted to
do while I was working on the task.
16. I felt pretty skilled at this task.
17. I thought the task was very interesting.
18. I felt pressured while doing the task.
19. I felt like I had to do the task. (R)
20. I would describe the task as very
enjoyable.
21. I did the task because I had no choice.
(R)
22. After working at this task for a while,
I felt pretty competent.
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0
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0
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Subscale
Average µ
5.13

4.87

5.17
5.06
5.26

4.87

5.17

5.43

Appendix VII: Physical Movement Instructional Strategy Results
Task

1

2

3 4

5

6

7

Subscale
Average µ

1. While I was working on the task I was
thinking about how much I enjoyed it.
2. I did not feel at all nervous about doing
the task. (R)
3. I felt that it was my choice to do the
task.
4. I think I am pretty good at this task.
5. I found the task very interesting.
6. I felt tense while doing the task.
7. I think I did pretty well at this activity,
compared to other students.
8. Doing the task was fun.
9. I felt relaxed while doing the task. (R)
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10. I enjoyed doing the task very much.
11. I didn’t really have a choice about
doing the task. (R)
12. I am satisfied with my performance at
this task.
13. I was anxious while doing the task.
14. I thought the task was very boring. (R)
15. I felt like I was doing what I wanted to
do while I was working on the task.
16. I felt pretty skilled at this task.
17. I thought the task was very interesting.
18. I felt pressured while doing the task.
19. I felt like I had to do the task. (R)
20. I would describe the task as very
enjoyable.
21. I did the task because I had no choice.
(R)
22. After working at this task for a while,
I felt pretty competent.
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4.4

4.9
4.3
6.2

4.7

4.9

5.8

Appendix VIII: Competition Instructional Strategy Results
Task

1

2

3

4

5

6

1. While I was working on the task I was
thinking about how much I enjoyed it.
2. I did not feel at all nervous about doing
the task. (R)
3. I felt that it was my choice to do the task.
4. I think I am pretty good at this task.
5. I found the task very interesting.
6. I felt tense while doing the task.
7. I think I did pretty well at this activity,
compared to other students.
8. Doing the task was fun.
9. I felt relaxed while doing the task. (R)
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0
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1
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14

5.06

10. I enjoyed doing the task very much.
11. I didn’t really have a choice about doing
the task. (R)
12. I am satisfied with my performance at
this task.
13. I was anxious while doing the task.
14. I thought the task was very boring. (R)
15. I felt like I was doing what I wanted to
do while I was working on the task.
16. I felt pretty skilled at this task.
17. I thought the task was very interesting.
18. I felt pressured while doing the task.
19. I felt like I had to do the task. (R)
20. I would describe the task as very
enjoyable.
21. I did the task because I had no choice.
(R)
22. After working at this task for a while, I
felt pretty competent.
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7

Subscale
Average
µ
5.61

5.30
5.83
5.83
1.35
4.96

6.22
4.73
6.00

5.30

5.22

6.43

Appendix IX: Real-World Instructional Strategy Results
Task

1

2

3 4

5 6

7

1. While I was working on the task I was
thinking about how much I enjoyed it.
2. I did not feel at all nervous about doing
the task. (R)
3. I felt that it was my choice to do the task.
4. I think I am pretty good at this task.
5. I found the task very interesting.
6. I felt tense while doing the task.
7. I think I did pretty well at this activity,
compared to other students.
8. Doing the task was fun.
9. I felt relaxed while doing the task. (R)
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10. I enjoyed doing the task very much.
11. I didn’t really have a choice about doing
the task. (R)
12. I am satisfied with my performance at
this task.
13. I was anxious while doing the task.
14. I thought the task was very boring. (R)
15. I felt like I was doing what I wanted to
do while I was working on the task.
16. I felt pretty skilled at this task.
17. I thought the task was very interesting.
18. I felt pressured while doing the task.
19. I felt like I had to do the task. (R)
20. I would describe the task as very
enjoyable.
21. I did the task because I had no choice.
(R)
22. After working at this task for a while, I
felt pretty competent.
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Subscale
Average
µ
5.04

4.95
5.48
5.65
2.65
5.04

4.96
4.33
5.13

4.87

5.30

5.04

Appendix X: Final Text Material Results
Content

1
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3 4

5

6

7

µ

1. While I was reading this material, I was
thinking about how much I enjoyed it.
2. I did not feel at all nervous while
reading. (R)
3. This material did not hold my attention
at all. (R)
4. I think I understood this material pretty
well.
5. I would describe this material as very
interesting.
6. I think I understood this material very
well, compared to other students.
7. I enjoyed reading this material very
much.
8. I felt very tense while reading this
material.
9. This material was fun to read.
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5.24
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Form 1-1: Consent Form
Dear Parent,
Your child is invited to participate in a study focused on providing quality, engaging Arabic
curriculum. You are receiving this letter because your son/daughter is in the section of HighIntermediate level Arabic that has the opportunity to be instructed using an updated curriculum
created to increase student engagement and, in turn, increase student achievement. The
curriculum includes the same objectives and standards as the traditional curriculum, but is
created with the goal of increasing student engagement in speaking skill. Participant data
(speaking motivation) will be collected to determine if the curriculum should be implemented on
a larger scale, and to determine the instructional strategies that have an influence on learners’
speaking skill. This curriculum development and data collection is part of a dissertation at Bethel
University: “Content and Instructional Strategies in Learning Arabic as a Second Language: The
Impact of a Five Cs Designed Unit on Learners’ Speaking Motivation.”
In this study, five two-hour sessions will be held. This study will be conducted on two stages. In
the first stage, students will fill out the Task Evaluation Questionnaire after every speaking task
as a formative evaluation. Photographs will be taken during the sessions. In the second stage,
students will fill out the Text Material Questionnaire as a summative evaluation, then students
will have open-ended focus group interview. Voice/tape recording will be used during the
interview for further details and analysis.
Your child’s participation in this study is strictly voluntary and you may choose not to participate
without penalty. If you don’t want your child to participate, s/he can continue the current
material with another instructor for five two-hour sessions. The participants will have the chance
to win a $25 gift card by end of the study.
Any information obtained in connection with this study that can be identified with your child
will remain confidential and will be disclosed only with your permission. None of this study’s
participants will be identified or identifiable in any written reports.
If you have any questions about the research and/or research participants’ rights, please contact
Ghada Al-Sadoon at gha28646@bethel.edu or (612) - 232- 0190
You are making a decision whether or not you child can participate. Your signature indicates that you
have read the information provided above and have decided to participate. You may choose to stop
participation at any time without affecting your relationship with Arabic Academy or the researcher.
__________________________________________
Student Name (print)
Ghada Al-Sadoon (the researcher)

____________________________
Signature of Parent or Guardian
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Form 1-2: Background Information Form
Name: ……………………………... Age: …………………
Ethnicity/Nationality: ……………………….……….
Language Spoken at Home: ………………………
Years of Learning Arabic: …………………………..
I learn Arabic because (Give two reasons)
1- ……………………………………………………………………………………………………………………
…………………………………………………………………………….....................................................
2- ……………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………...
Circle the best choice:
I speak and understand Arabic

Very Well

Good

Fair

Weak

I’m motivated to Speak Arabic

Absolutely Yes

Sometimes Yes

Sometimes No

No

Arabic Language is……

Very Easy

Easy

Somewhat Difficult

Hard
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Sheet of Instructions
Hello Students,
Thank you for agreeing to participate in this study and filling out the Background Information
form. You have the opportunity to use an updated curriculum and four different teaching
methods to increase your Arabic speaking skill and to define the most influence teaching
methods. By the end of this study, you will have the opportunity to win a two $25 Gift Cards.
Procedure:
1- Five two-hour sessions will be held.
2- There will be four different types of speaking activities. You will fill out the Task
Evaluation Questionnaire after every speaking task.
3- By end of the sessions, all of you fill out Text Material Questionnaire, and you will have
the chance to win a $25 Gift Card.
4- Based on your background information, three students will be chosen for a focus group
interview.
Any information obtained in connection with this study that can be identified with you will
remain confidential and will be disclosed only with your permission. None of this study’s
participants will be identified or identifiable in any written reports. Session’s recording and
pictures may be used for further details and analysis.
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Designed Unit

 كيف نعرب عن أنفس نا؟:حمتوى الوحدة
Unit: How we express ourselves?

الساس
World-Readiness Standards
for Learning Languages
Making Connections:

أهداف احللقات امخلس
The Five Cs Goals
)(حلقة التواصل مع العلوم الخرى

ادلرس الول
Lesson#1

Connections Goal
Learners build, reinforce,
الإعالم
and expand their knowledge أن يدرك الطالب أن وسائل الإعالم اخملتلفة تؤثر عىل اإحساس
of other disciplines while
.وتفكري الشعوب واجملمتعات
وتأثريه عىل اجملمتع
using the language to
The student will be able to recognize
The Impact of the
develop critical thinking and the impact of the media on the
to solve problems creatively. society’s thinking.
Media on the Society
 يس تطيع الطالب التعبري عن تأثري وسائل الإعالم عىل اجملمتع مس تخدم ًا بعض املفردات واملعلومات الرئيس ية يف-1
.ادلرس
Student will be able to express the impact of the media on society using words and
main ideas from the lesson.
 حماوةل اإجياد بعض احللول للتأثريات السلبية من خالل مناقشة وحوار شفوي مس تخدم ًا بعض املفردات-2
.واملعلومات الرئيس ية يف ادلرس
Students will try to find solutions and expand their knowledge regards the negative
impact of the media using free discussion in groups.
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التقيمي
Assessments

Interpersonal
Communication:
Learners interact and
negotiate meaning in
spoken, signed, or written
conversations to share
information, reactions,
feelings, and opinions.

)(حلقة الإتصال
Communication Goal
أن يدرك الطالب أن وسائل الإعالم اخملتلفة لها تأثري سليب
وإاجيايب عىل تفكري الفطفال ولالتا ي عىل تفكري الشعوب
.واجملمتعات

The student will be able to
differentiate between the positive and
the negative impact of the media on
children and gradually on the society.

. يبحث الطالب عن بعض اجلوانب السلبية والإجيابية لوسائل الإعالم عىل الفطفال-1
. يناقش تكل املعلومات يف مجموعات وذكل لاس تخدام بعض املفردات الرئيس ية يف الوحدة-2
Student will search some of the negative and positive impact of the media on
children.
Student will share information, feelings, and opinions within groups using main
words.
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ادلرس الثاين
Lesson#2
الإعالم
وتأثريه عىل الفطفال
The Impact of the
Media on Kids
التقيمي
Assessments

ُعرب َع ْن أن ُف رس نَا؟
َك َيف ن ر ُ
يب الث َّ راين :ضَ ْع امل ُ َفردَات ريف ُج َ ٍَل ُم رفيدَ ٍة:
التَّ ر
در ُ
فردات
الم
تقطب
اس
فئات
وجدان
إدراك
ألجدر
نتخاب
إل

جملة
.......................................................................
.......................................................................
.......................................................................
.......................................................................
.......................................................................
.......................................................................

يب الث َّا رل ُث :ضَ ع عَال َمة (√) أأ ْم (×) ُ َُّث َ ر
حص رح اخل ََطأ:
التَّ ر
در ُ
تقطب
اس
فئات
وجدان
إدراك
ألجدر
نتخاب
إل

اختار
مجموعات
بسم
يت
ماء
ألحق
إلختيار

(
(
(
(
(
(

)
)
)
)
)
)

.........................................
.........................................
.........................................
.........................................
.........................................
.........................................

يل:
يب َّالرا رب ُع :اك ُت ْب ر َبطٍ َ رج ٍ
التَّ ر
در ُ
تمعات.
اس وتفكيرالشعوب والمج
ثر علىإحس
ف تؤ
تلة
سائل اإلعالم المخ
و

____________________________________
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ُعرب َع ْن أن ُف رس نَا؟
َك َيف ن ر ُ
التَّدرري ُب اخل َا رم ُس :رامل ال َف َرا َغ رلا َ ر
لَك َم رة
املنَ راس َب رة:
تقطبت
لفئات  /إدراك /الوجدان  /األجدر/اس
نتخاب /ا
ا
نتباه الضيوف.
حجرة الطعام واسعة وقد ...............ا
ختلفة في المدرسة.
لعمرية م
................ا
نسان متقلب..............
إل
فل محدود.
.............الط
محمد ..............بالعمل م بد هللا.
مسؤول الشعب.
ية
يس
.............الرئ

السا رد ُس :را َحب ْث َع ْن امل ُ َفرد ر
َات التَّا رل َي رة:
التَّ ر
در ُ
يب َّ
ستقطب
فئة – أجدر – ا
نتخاب –
وجدان – إدراك – ا
ا

ن

ت

خ

ا

ب

ة

ي

ر

د

ج

أ

ئ

ال

ء

ض

ج

هـ

ا

س

ت

ق

ط

ب

إ

د

ر

ا

ك

ذ

س

ن

ا

د

ج

و
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ُعرب َع ْن أن ُف رس نَا؟
َك َيف ن ر ُ

َاقرأ َواس َتم رت ْع:

رسمية
التقنياتالعامة والخاصة،الرسمية أوغيرال
إلعالم هوالوسائل أو
خبار ونقل المعلومات.
مهمتهانشر أل
لقرن الحالي
ختلفة في ا
ددت وسائل إلعالم الم
تع
لمرئية
ثل الصحف والمجالت ،وا
فمنها المقروءة م :
لفاز ،والمسموعة مثل:
والت
مثل:النشرات اإلالمية
لتي
والبريد اإللكتروني ا
ترنت،
لكترونيةمثل :اإلن
لمذياع ،والمواقعاإل
ا
جتماعية.
تويات إل
لفئاتالعمريةوالمس
ختلف ا
استقطبت جم هوراًكبيراً من م
سائل اعالم تؤثرعلى وجدان
و
تلقي ،امميزيد من
وعقولالج مهورالم
لتاليفاعله
ك وبا ت
ثقافته وإدرا ه
مدى
لمجتمع الذي من حوله وربطه
مع ا
ببعض.
بعضه
وفي معظاألحيان ،اإلعالم
اسبة
لمن
اكلويسعى إليجادالحلول ا
شير إلىمش ه
يعبرعن رأيالشعب كما أنهي
له.لقد وقف اإلعالمسداً منيعا ًتجاه كل مايتسببفيضرر
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ُعرب َع ْن أن ُف رس نَا؟
َك َيف ن ر ُ
لسجائر.
بيحة مثل :إدمانالكحول والمخدرات وا
المجتمع من عاداتق
حة السرقة ،الرشوة،
ع مثلمكاف
لمجتم
التيتواجه ا
ومكافحة المشاكل
وإلتالس.
فذ
ومن خالل وسائل اإلعالمتن
الحمالت اإلنتخابية وتجرى المناقشات
يتم من اللهامعرفة من هو
لتي
ا
عرفة
نتخابوذلكبم
ألجدربإل
لشعبه من
يقد مه
لناخب وماس
ثقافيل
ستوىال
ال م
خدمات.
فذ الحمالت
ومن خالل وسائل اإلعالم أيضا ًتن
ثلمستلزمات المنزل،
متعددة م :
لي موية ال
ستهالكية ا
نتجاتاإل
الدعائيةللم
السيارات ،المستلزمات الشخصية ،كما أن هاتؤثرتأثيراًكبيراًفي اقناع
تياره.
نتج واخ
ستهلكللم
ال م
لوس ل اإلعالةميبشكل
ستخدام ا
ومن جهة أخرىفإن ا
نشغال
رف قد يؤدي إلى ا
مس
األسرة عنبعض ها البعض والحد من اعالقات
إلجتماعية.
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ُعرب َع ْن أن ُف رس نَا؟
َك َيف ن ر ُ
يب ا أل َو ُل :را َقرأ النَّ َص ُ َُّث َا رجب َع رن ا ألس رئ َ رَل:
التَّ ر
در ُ
 ما هو اإلعالم؟ إعط أمثلةعلى أنواعه؟
.............................................................................................
.............................................................................................
أذكر بعض أضرار اإلعالم ؟
.............................................................................................
.............................................................................................
ليها؟
جها ويسلط إلعالم ع
لتي يعال
 أذكربعضالمشاكلإلجتماعية ا
.............................................................................................
.............................................................................................
.............................................................................................
.............................................................................................
ينة؟
شر منتجات مع
بعضعلى اء
 لماذايقبل ال
.............................................................................................
.............................................................................................
.............................................................................................
المقالة؟
 ما هي الحكمة من
.............................................................................................
.............................................................................................
.............................................................................................
.............................................................................................
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ُعرب َع ْن أن ُف رس نَا؟
َك َيف ن ر ُ
يب الث َّ راين :ضَ ْع امل ُ َفرد ُ
َات ريف ُج َ ٍَل ُم رفيدَ ٍة:
التَّ ر
در ُ
ج مل ة
المعنى
فردات
الم
................................................
خوف
ذعر
................................................
شاهق
عالي
ك َّ
................................................
توقف
ف
................................................
ستعد
م
متأهب
................................................
يطير
يحلق
ف ها النَّجاح ................................................
فقت ،لميحال
باءت أخ
................................................
الموت
نية
الم

يب الث َّا رل ُث :ضَ ْع عَال َم ُة (√) أأ ْم (×) ُ َُّث َ ر
حص رح اخل ََطأ:
التَّ ر
در ُ
ذعر
شاهق
ك َّ
ف
متأهب
يحلق
باءت
نية
الم

رعب
رتفع
م
ثابِت
ستعد
م
صل
ين
ف ِ
أخفقت
لح ماي ة
ا ِ

(
(
(
(
(
(
(

يل:
يب َّالرا رب ُع :اك ُتب ر َبطٍ َ رج ٍ
التَّ ر
در ُ

)
)
)
)
)
)
)

................................................
................................................
................................................
................................................
................................................
................................................
................................................

لمتلقي.
كير ا
وتف
إلعالميؤثرعلىمشاعر

__________________________________
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ُعرب َع ْن أن ُف رس نَا؟
َك َيف ن ر ُ
يب اخل َا رم ُس :رامل ال َف َرا َغ رلا َ ر
لَك َم رة املُنَ راس َب رة:
التَّ ر
در ُ
يتضرع /تحلق  /المنية  /الذعرَّ /
كف
متأهبٌ /باءت /شاهقة /
محمديشعربـ ............من صوت األسد.
نيويورك.........
مبانفي مدينة
الي
..الطالب عنالدراسة.
............
لفريسة.
ألسد ............لإلنقضاضعلى ا
الطائرة  .........عاليا ًفي الجو.
الفشل.
 .................كل جهودالصلحب
افت .............الرجلالصالح.
و
المسلم .............هلل في كل ألحوال.

السا رد ُس :را َحب ْث َع ْن امل ُ َفرد ر
َات التَّا رل َي رة:
التَّ ر
در ُ
يب َّ
تحلق –منية
يتضرع –
متأهبٌ –باءت –شاهقة –
م

ت

أ

هـ

ب

ش

ع

ر

ض

ت

ي

ا

ت

ح

ل

ق

ق

هـ

م

ن

ي

ة

ف

ق

ب

ا

ء

ت

ي

ة
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ُعرب َع ْن أن ُف رس نَا؟
َك َيف ن ر ُ
َاقرأ َواس َتم رت ْع:
فعت أصوات الناس ذعراً ،الجيران والناس
أرت
فا ً ورعباً.سيارات
فوا خو
ال ّمارةفي الشارعتوق
لشواعر  ،والناس
الشرطة وإلسعافواإلطفاءملئت ا
فعوا أيدي همتضرعا ً هللبأنتزول هذه الكربةبأسرع
ر
وقت ممكن.
عب ،فقد
مشهفي غايةالر
د
فالًفي الخامسة من
شاهدوا ط
قفز من الطابق
عمرهيحاولال
شاهقة العلو.
العاشر من عمارة
خوته يترجوه
اولدته ووالده وأ
إغربشتى
بالنزول والكف عماينوي عمله .رجال الشرطةيحاولون اءه
سعاف ف هممتأهبونألي
فز ،أمارجال اإل
لق
صرفه عن ا
الطرق إلنزاله و
ين القفز من
ستمعألي أحد ،أنهوي
ني ،ولكنهلميكنلي
تصرف غيرعقال
فعله.
الطابق العاشر وهواليعرف مدى خطورة ماسي
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ُعرب َع ْن أن ُف رس نَا؟
َك َيف ن ر ُ
مخيلتهأنه الرجل الخارق "سوبرمان" الذي
ففي
لقيفالفضاء ويطير من مكانآلخربكلحرية
يح
ينقذ األرض منأي ي األشرار.
ل
توصففيكل يوم
،
بسوبرمان بطيقة ال
إنه ممغر
التلفالساعات عدة ،كما
مجه أما ز
يتابعبرنا م
يش اهد و
فويقص
تل
نية المخ ة
المواإللكترو
يتابعهعلى قع
أنه
صقها في
نشوراتويل
صوره من الم الت والم
ليضعهافي
لسوبرمان
وعندم يذ هبإلى موعدالطبيب،يطلبملصقة
ا
غرفته.
فترهالخاص به.
د
لذلك
تقد أن لهقوة خارقةمثله.ف
يته وأع
شقه إلى أنتقمصشخص
صبح يع
لقد أ
لت يقطن بها
شرفة الشقة اي
بقفزه من
أرادأن يجرب هذهالقوةالخارقة وذلك
في الطابقالعاشر.
الطاب العاشر على رأسه
ق
الفشل ،سقطالطفلنم
والت متعددة باءتب
بعد مح
نية.
ووافته الم
الهدف هو التدريب عىل رسعة القراءة لالطريقة الصحيحة ولالتشكيل.
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ُعرب َع ْن أن ُف رس نَا؟
َك َيف ن ر ُ
يب ا أل َو ُل :را َقرأ النَّ َص ُ َُّث َا رج ْب َع رن ا ألس رئ َ رَل:
التَّ ر
در ُ
ءتك للقصة؟
 ماهوشعوركعندقرا
.............................................................................................
.............................................................................................
ف ه عنشخصيةسوبرمان:
عر
 اذكرمات ِ
.............................................................................................
.............................................................................................
.............................................................................................
.............................................................................................
.............................................................................................
.............................................................................................
 على ماذاتدلتلك الحادثة؟
.............................................................................................
.............................................................................................
وع؟
ماذاتست
فِيد ِمن هذا الموض ِ
.............................................................................................
.............................................................................................
.............................................................................................
.............................................................................................
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ُعرب َع ْن أن ُف رس نَا؟
َك َيف ن ر ُ
َدعنَا ن َ َت َذ َك ُرَ .....ما َذا تَ َعلم َت ريف ال روحدَ رة؟
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